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 Abstract 
Oral language is an essential communication skill that is often overlooked 
when preparing children to read (Miller, 2010). Children in lower-income families 
typically have fewer conversations with adults and by the time they entr 
kindergarten they have only heard and are able to understand half of the words that 
high-income children can (Hart & Risley, 2003, 1995). Boys start school speaking 
fewer words than girls, which in turn leads to lower average reading scores for boys 
(Tyre, 2008). This puts boys at risk, as they need critical reading skills to be 
academically successful (Brozo, 2010). Considering the importance of oral language 
in the development of early literacy skills, it is necessary to provide consistent t m s 
for conversations to take place in preschool classrooms (Bond & Wasik, 2009).  
The current quantitative study is guided by the following questions:  What is 
the importance of teacher-student conversations in preschool and if preschool 
teachers regularly schedule conversations with individual students, will it improve 
their language and literacy development? Does the preschool teacher’s encouraging 
the children to communicate affect their language and literacy development? Does the 
amount of years a preschool teacher has been teaching affect the student’s language 
and literacy development? 
This study examined the developmental growth on five language and literacy 
Measures from the Desired Results Developmental Profile Revised (DRDP-R) of 54 
lower socioeconomic status (SES) state preschool boys in a large urban school district 
in southern California. The students’ 27 state preschool teachers scheduled unscripted 
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conversations with them four times a day for three months –  during mealtimes, at 
recess, at the dramatic play area, and at the library center.  Research-based strategies 
were used to guide the conversations.  The teachers’ ability to encourage childr n to 
communicate and their years of teaching experience was also considered. 
The results of this study indicated that there was a highly significant 
difference (p <.01) in the developmental growth by the Scheduled Conversations 
Treatment Group compared to the Infrequent Conversations Control Group based on 
the t-test on the DRDP-R: Comprehends meaning (oral language), Expresses self 
through language, and Uses language in conversation and significant difference (p 
<.05) developmental growth on Letter and word knowledge. The Pearson product-
moment correlation did not show a significant correlation between the student’s 
developmental growth on the measures and the teacher’s ability to encourage children 
to communicate nor on their years of teaching experience.  
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CHAPTER ONE 
Introduction 
Statement of the Problem 
In 1995, Hart and Risley conducted research on the homes of 42 children for 
two and one-half years and found that children in families with lower incomes 
typically have fewer conversations with adults and only hear half the words 
advantaged children do and can understand only half the meanings that advantaged 
children can before entering kindergarten.  Hart and Risley further defined their 
research:  
In words heard, the average child on welfare was having half as much 
experience per hour (616 words per hour) as the average working class child 
(1,251 words per hour) and less than one-third that of a child in a professional 
family (2,153 words per hour). (2003, p.116). 
The quality and quantity of language interactions that children have with their par nts 
are directly related to the individual differences in the language and early literacy 
skills that they bring with them when they start school (Bracken & Fischel, 2008; 
Hoff, 2006). Increases in maternal education are connected to increases in children’s 
language skills (Magunson, Sexton, Davis-Kean, & Huston, 2008). Many lower SES 
children are coming to school without having heard the language and vocabulary 
necessary for learning to read. 
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Commissioned by the California Governor’s Committee on Educational 
Excellence, the RAND California Preschool Study (2008) found – based on a 
household survey of 2,000 students, 700 phone interviews of preschool directors or 
lead teachers, and observational data from 250 programs – that preschool programs in 
California fall short on the teaching of thinking and language skills as measured by 
the Classroom Assessment Scoring System (CLASS) and Early Childhood 
Environmental Rating Scale (ECERS-R) assessments. The assessors did not observe 
the teacher-student interactions or conversations necessary for children to develop 
language skills and higher level-thinking during their classroom observations using 
the ECERS-R and CLASS measurements. The developers and trainers of the CLASS 
recommended that teachers have frequent conversations with their students that 
include back and forth exchanges, ask open-ended questions that require more than 
one word responses, and model using advanced language (Foundation for Child 
Development, 2008). The ECERS-R Manual on Indicator 7.1 recommended initiating 
social conversations and suggested that meal times is a superb time to do this to 
improve relationships, find out about the children’s lives, and talk about concepts. In 
the RAND Corporation follow-up report of the original research, it was noted that a 
quality gap existed with respect to how teachers encourage language development 
and higher-level thinking skills that are necessary for school readiness (Karoly, 
2009). As Han et. al (2005) noted, “the fact that teachers converse relatively 
infrequently with individual children on a daily basis is a consistent finding across 
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studies…much of teacher talk dwells on routine matters rather than the elaboration f 
children’s thinking” (p. 334).   
A review of the literature suggested that one way of stimulating oral language 
development is through teacher and student conversations and interactions. This 
dissertation investigated the importance of teacher-student conversations in pre chool 
and if preschool teacher – preschool student conversations and oral interactions 
affected early language and literacy development. Specifically, this study examined 
the developmental growth in five early literacy areas of 54 4-year-old boys after three 
months of conversation four times a day with their preschool teachers. This research 
investigated three questions that have not been previously studied fully in preschool 
classrooms. 
The first question looked at the effect of regularly scheduled teacher-student 
conversations on early literacy development in five areas:  comprehends meaning, 
follows increasingly complex instructions, expresses self through language, ses 
language in conversation, and letter and word knowledge. Five measures on the 
Desired Results Developmental Profile Revised (DRDP-R) were used to study the 
growth in these areas. 
The second question investigated whether there was a difference in the growth 
of the treatment students who had teachers who were identified as more adept at 
encouraging their students to communicate on the Early Childhood Environmental 
Rating Scale Revised (ECERS-R). 
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Finally, the third question examined whether the treatment group benefitted 
from the amount of years that their teacher had been teaching prior to the year of this 
study. 
Definition of Terms 
The following terms are applicable for the present research: 
Alphabetic Principle.  The understanding that letters of the alphabet 
represent the sounds heard in words. Prior to developing the alphabetic principle, 
children use letters randomly as visual icons. 
California Preschool Learning Foundations.  Describe competencies 
(knowledge and skills) that most children can be expected to exhibit in a high-quality 
program as they complete their first or second year of preschool (CDE, 2008).
Centralized Eligibility List (CEL).   A computerized program that ranks the 
criteria for lowest economic status in ascending order for State Preschool eligibility 
for each county in California. 
Child Development Division (CDD).  A division of the California 
Department of Education. 
Classroom Assessment Scoring System (CLASS).  A system of ten 
dimensions rated on a seven-point scale (Foundation for Child Development, 2008). 
California Preschool Instructional Network (CPIN).  An organization 
funded by the Child Development Division of the CDE to provide staff development 
in the form of workshops and technical assistance for preschool teachers.   
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Decontextualized Language.  Representational talk that communicates 
information and is not used to control children’s behavior (Dickinson, 2001, p24). 
Desired Results Developmental Profile–Revised (DRDP-R).  Assessment 
instrument with thirty-nine measures required by the CDE for State Preschool 
students.  The DRDP must be administered in the first 60 days of a student’s 
enrollment and again in six months. 
Early Literacy .  Interrelationship among language and print-related skills 
(e.g., letter knowledge and knowledge of sound-symbol correspondences and 
vocabulary words). 
Early Childhood Environmental Rating Scale Revised (ECERS-R).  A 
scale of 43 items organized into seven subscales which allow the observer to examine 
the quality of what children actually experience in a program related to how children 
develop (Cryer, Harms, & Riley, 2003). 
Educational Justice.  Equity in educational opportunity to provide social 
justice. 
Embroider Language.  Expanding the language to the next level of proximal  
development (Olsen & Gustafson, 2008). 
English Learners (EL).  Students learning English as a second language.  
Funds of Knowledge.   Bodies of information and strategies exchanged 
within social networks and used to maintain the well being of the social unit (Moll, 
1992, pp. 211-244).  
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Incidental Teaching.  The process of teaching where teachers actively listen 
by showing appreciation for what the student is saying, enthusiastically encourage the 
child to elaborate-modeling the expansion if necessary, and validate the student’s 
response (Hart & Risley, 1995). 
Inclusion Criteria.   Sampling of a defined population. 
Intentional Teaching.  Planned instruction using curriculum guidelines. 
Leadership in Educational Justice.  Creating opportunities for educational 
equity to provide for social justice, starting with preschool. 
Measures.  The 39 components of the four Desired Results on the DRDP-R.  
Nine of these measures pertain to language and literacy and four to emotional growth.   
Oral Language.  Communication based on speech. 
Polysemy.  Multiple meanings for the same word (Palumbo & Willcutt, 
2006). 
Rare Vocabulary Words.  Words not commonly found on preschoolers’ 
vocabulary lists (Cote, 2001). 
Social Economic Status (SES).  Indicator of family income and social 
standing.  Lower SES is frequently associated with lower educational levels and poor 
adult literacy levels in the home. 
Importance of the Study 
  Oral language has been acknowledged as important to early literacy. The 
connection between early literacy and language development is that a child must have 
a knowledge base of vocabulary words in order to read them. Children learn 
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vocabulary words from infancy by hearing the words and the sounds that make up 
their primary language. The more words a child hears being used the more words that 
child acquires, and the more words a child experiences, the larger vocabulary he has 
for learning to read and understanding the meaning of words on a page.  
Morrison, Connor and Bachman (2006) believed that one of the most 
significant findings of the past 20 years has been the importance of language in 
reading development.  Snow, Burns, and Griffin’s position – after an analysis of 
family-based risk factors – is that “the quantity of verbal interaction in families 
constitutes a risk factor primarily in that it relates closely to child vocabulary scores” 
(1998, p.127).  A 40 month study with African American teen mothers in which two 
trained field workers used interviews, observations, and assessments three times in 
the mothers’ homes while they participated in shared reading and puzzle solving with 
their 3- and 4-year-old children found that the children’s vocabulary growth appeared 
to be connected to the amount of interaction between the mother and child (Britto, 
Brooks-Gunn, & Griffin, 2006).  
The present study was designed to see if teacher-student conversations would 
help to bridge the gap for lower SES students who do not receive the benefits of the 
interactions and conversations at home that they need to keep pace with the 
vocabulary growth of their middle and upper SES peers. One of the significant 
features of this study was that it attempted to bring educational justice to our yungest 
students as they start their school careers before they have a chance to fall behind 
their more fortunate same birth year peers.  
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Questions 
This study was designed to answer the following questions: 
1. What is the importance of teacher-student conversations in preschool and 
if preschool teachers regularly schedule conversations with individual 
students, will it improve their language and literacy development?  
2. Does the preschool teacher’s encouraging the children to communicate 
affect their language and literacy development? 
3. Does the amount of years a preschool teacher has been teaching affect the 
student’s language and literacy development? 
Hypotheses 
To answer these questions in this investigation the following hypotheses were 
tested: 
Hypothesis 1.  There will be a significant difference in the students’ language 
and early literacy development if their preschool teacher schedules regular times 
during each session to have conversations with them. 
Null Hypothesis 1a. There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
who received only infrequent conversations as assessed by Measure 12:  
Comprehends meaning. 
Null Hypothesis 1b. There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
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who received only infrequent conversations as assessed by Measure 13:  Follows 
increasingly complex instructions. 
Null Hypothesis 1c.  There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
who received only infrequent conversations as assessed by Measure 14:  Expresses 
self through language. 
Null Hypothesis 1d. There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
who received only infrequent conversations as assessed by Measure 15:  Uses 
language in conversation. 
Null Hypothesis 1e. There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
who received only infrequent conversations as assessed by Measure 30:  Letter and 
word knowledge.  
Hypothesis 2.  There will be a positive correlation between the preschool 
teacher’s rating on the ECERS-R Item 16 (Encourages children to communicate) 
(Cryer, Harms, & Riley, 2003, p. 159) and the number of developmental levels gained 
on DRDP-R Measures 12-15 and 30 by the students in the Scheduled Conversations 
Treatment Group. 
Hypothesis 3.  There will be a positive correlation between the preschool 
teacher’s years of teaching experience and the number of developmental levels gained 
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on the DRDP-R Measures 12-15 and 30 by the students in Scheduled Conversations 
Treatment Group. 
Summary 
 Language development is crucial for early literacy and having conversation  
with children is one way of accelerating their vocabulary development. Considerig 
the importance of oral language in the development of early literacy skills, it is 
necessary to provide consistent times for conversations to take place in preschool 
classrooms (Bond & Wasik, 2009). While a number of studies have considered the 
affect of parents’ conversations with their children at home and the lack of 
meaningful teacher-student conversations in preschool classrooms, very few or none 
have been conducted in state preschool classrooms to study the impact of regularly-
scheduled conversations with selected preschool students. 
 The current study investigated three questions that have not been fully studied, 
mainly the benefit of regularly scheduled conversations between teachers and 
students and the affect on the students’ language and literacy development, the 
teachers’ encouragement of children to communicate and the affect of their years of 
teaching experience on their students’ developmental growth in language and literacy. 
 Chapter Two includes the review of the related literature on the connection 
between oral language and early literacy and the research-based strategies for 
improving language development. Chapter Three describes the procedures and 
methods that were used to study the problem. Analysis of findings and data are listed 
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and discussed in Chapter Four and Chapter Five which contain the summary, 
conclusions, limitations of the study, and implications for further research. 
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CHAPTER TWO 
Literature Review 
Oral language is an essential communication skill that is often overlooked 
when preparing children to read (Miller, 2010). The National Reading Panel reported 
that in making the transition from the spoken to the written word, “oral vocabulary” is 
the most significant language variable (Report of the National Reading Panel, 2000). 
With the goal of raising the quality of preschool programs in California, the 
California Department of Education (CDE) has created the California Preschool 
Learning Foundations and Curriculum Frameworks. These frameworks contain the 
first four foundations for learning that the CDE considers to be most significant to 
preschool learning. Language and Literacy is the second of the foundations; 
combining both language and literacy in one foundation further strengthens the 
connection between oral language and reading. The introduction to the Language and 
Literacy section explains that students with large vocabulary pools have the ability to 
learn new words more easily, become more effective readers, and become more 
proficient in reading comprehension throughout their coming school years (Californi 
Learning Foundations, 2008). The California Learning Foundations should be 
considered destination points of learning, knowledge, and skills that most children 
can be expected to perform by the end of their first or second year of preschool.  
The Language and Literacy Preschool Learning Foundations are organized into three 
developmental strands that align with the CDE’s English-Language Arts con ent 
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standards for kindergarten, namely listening and speaking, reading, and writing 
strands (see Figure 1). The California Preschool Curriculum Frameworks present 
strategies to help teachers implement the foundations in their classrooms and 
recommend that teachers create opportunities within their daily schedule for adult and 
child interactions and arrange learning environments to inspire conversations 
(California Curriculum Language and Literacy Framework, 2010). 
26
Social-
Emotional 
Development
English-
Language 
Development
Language 
and 
Literacy
Mathematics
Preschool Learning Foundations 
~Domains~
 
Figure 1.  California Preschool Learning Foundations 1st Four Domains.  
Adapted from FOUNDATIONS V44 for web Microsoft Power Point 
Presentation, Slide 26, CDD, 2008. 
 
What can early childhood educators do to further their students’ language 
development and increase their vocabulary? The introduction to the Language and 
Literacy Preschool Learning Foundations informs teachers that they can support their 
students in the conventions of language usage by “repeating and extending what 
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children say in conversations” (CDE, 2008, p. 49). In their Joint Position Statement, 
the International Reading Association and the National Association for the Education 
of Young Children (2000) recommended that adults read out loud to children, expose 
them to a variety of print, provide instruction in the alphabetic principal, have 
opportunities for prewriting and drawing, and help children develop oral language 
skills and vocabulary. These recommendations were correlated by Scholastic into a 
planning and pacing guide for teachers, Learning to Read and Write:  
Developmentally Appropriate Practices for Children. Abundant research work and 
writings can be found in these areas over the past decades. In recent decades, the 
emphasis shifted towards the importance of conversations between young children 
and adults in developing oral language (Miller 2010; Morrow and Schickedanz, 2006; 
Neuman, 2006; Cote, 2001; Snow, Tabors, & Dickinson, 2001). 
The Importance of Early Oral Language   
Children first hear language at home from their parents and siblings. The 
quality of their parents’ language and vocabulary directly affects the quality of 
children’s language and vocabulary. Hart and Risley (2003) noted that there continues 
to be a troubling disparity between the vocabulary growth of children raised in the 
families of professionals and children from impoverished families. During their 
interventions at the Turner House Preschool at Juniper Gardens in Kansas City, 
Kansas, Hart and Risley (1995, 2003) found that they could increase the size of 
children’s vocabulary by teaching them new words, but also noted that through direct 
teaching they could not increase the rate of vocabulary growth sufficiently to change 
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the developmental trajectory to that of the children raised in the families of 
professionals (see Figure 2). 
 
 
Figure 2.  Vocabulary Words Acquired in Upper & Lower SES Households. 
Adapted from the NSCDC-NFECPE Power Point, 2007. 
 
Gender Difference in Early Oral Language 
Ten years after Hart and Risley (1981) were engaged in their research 
comparing the vocabulary growth of lower SES children and those of the professors’ 
children at the University of Kansas, Huttenlocher (1991) compared the vocabulary 
acquisition of boys and girls. Huttenlocher audio-taped 12 boys and 10 girls and their 
mothers for a few hours at bimonthly time intervals between the ages of 14 and 16 
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months and found that even though the mothers talked about the same amount to the 
boys and girls, the boys spoke less than the girls and used fewer words (Huttenlocher, 
1991). It appeared that boys were intrinsically less verbal than girls which suggests 
that gender was an important variable in vocabulary growth. The vocabulary of boys 
at 24 months is on an average 40% less than girls (Tyre, 2008). Boys start school 
speaking fewer words than girls, which leads to lower average scores in reading for 
boys (Tyre, 2008) and puts boys at risk because research has shown that all children 
need critical reading ability to be successful academically (Brozo, 2010).  
Oral Language and Educational Justice   
Research has shown that the direct teaching of new vocabulary words after 
field trips and trying to duplicate the field trip setting in the classroom by creating a 
play area such as a bank setting did not provide lasting knowledge of the new 
vocabulary words (Hart & Risley, 1995). Thus, the question remains as to whether 
using vocabulary words in conversation with children in the classrooms can 
contribute to the vocabulary retention of our young students. Conversations between 
students and their teachers in the classroom put the vocabulary words in real life 
situations rather than temporary artificial rote environments. Rather than having the 
words “deposited” (Freire, 1994) in the children, classroom discourse will encourage 
critical thinking at their developmental level. This may contribute to a shift in the 
teacher’s thinking from, “What we can do for you!”  to “What can ‘we’ do for 
‘you’?” (Gore, 1990, p. 57). The teacher can help the student bridge the “zones of 
proximal development” (Vygotsky, 1978) by helping the child to “embroider” (Olsen 
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& Gustafson, 2008) his or her language to bring it to the next level. The state 
preschool teacher needs to replicate the conversations found in the homes of 
professionals for their lower SES children and engage their students in the same 
“social dance – interacting as partners, listening and speaking, following and leading, 
locked into the ways language works between people” (Hart & Risley, 1999, p. 4). 
Thus, the current study examined the language growth of children via conversations. 
Oral language as the foundation for early literacy development is one of the 
eight principles identified as the basis of preschool literacy instruction by Vukelich 
and Christie (2004), who developed their principles on the combination of the 
emergent literacy social constructivist view and evidence-based reading research 
(EBRR). The Connecticut State Department of Education (2007) expanded on those 
principles by encouraging their preschool teachers to provide opportunities for 
extended discourse throughout the school day to help the children develop oral 
language skills and increase their background knowledge and vocabulary.  According 
to these principles, children need the opportunity to speak and listen in order to 
organize their thoughts along with the information they receive while listening to 
others. California’s Department of Education (2008) expanded upon this concept by 
also considering the importance of the social-emotional relationship that develop d 
between the teacher and the child during the conversations.  Social-Emotional 
Development is the first of the California Preschool Learning Foundations, followed 
by Language and Literacy (see Figure 1). Since most preschool children consider the 
instructional assistants in the room to also be their teachers, the interactions that occur 
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between the children and the adults in the room encourage the children to share their 
experiences with them.  
Bloom (1995) stated in the introduction to Meaningful Differences that the 
clear message from Hart & Risley’s research is that poor children need the 
experiences they receive at home enhanced “by making the vocabulary and language 
they will need for expression and interpretation in the wider context of their lives,
available to them from those who care for them and also care about them” (Bloom in 
Hart & Risley, 1995, p. xvii). Lower SES children do not need expensive, 
prepackaged programs that have failed them in the past; what they need is to hear the
caring voice of their teacher taking the time to engage them in conversations in the 
manner that professional families do at home.  When teachers only talk at their 
students and address them with imperatives and prohibitions, the teachers are 
replicating the culture of welfare found in their homes (Hart & Risley, 1995). 
Children need to hear the representational talk and “decontextualized” language that 
expands their knowledge rather than words only intended to monitor their behavior 
(Dickinson, 2001). In addition to building vocabulary, conversations teach social-
emotional skills, encourage children to problem solve, and establish feelings of 
community (Miller, 2010). 
The CIERA Report (#2-011) encourages educators to be sensitive to the social 
and cultural understandings (cultural capital) that children bring with them from 
home, while also being mindful that these educators have their own socio-cultural 
contexts in which they establish their classrooms’ early literacy environments (Yaden 
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& Tam, 2000). Yaden and Tam (2000) revealed that their research team and the 
classroom preschool teacher, while developing emergent literacy interventions that 
would help the 25 mostly Spanish speaking 4-year-old children in each of the two 
classrooms in their study and responding to the needs of the community located in 
one of the areas highest in poverty near Los Angeles, collaborated and put aside their 
initial prejudices on the best ways to teach early literacy. The case study data that was 
collected over six months by three researchers through open-ended interviews and 
observations showed the researchers that if teachers are to understand children and 
their “funds of knowledge” and the community’s “funds of knowledge”, then 
researchers must also understand the teachers’ “funds of knowledge” (Moll, 1992, p. 
211) in order to understand their teaching and include them in the process of program 
improvement. One way to obtain a better understanding of teachers’ “funds of 
knowledge” (Moll, 1992, p. 211) and views on teaching strategies is to engage them 
in conversations, asking open-ended questions on those topics as Yaden and Tam 
(2000) did. Likewise, for the purpose of the present research, the researcher was able 
to engage in these types of conversations with potential participants when asking state 
preschool teachers to participate in this research study. The researcher left t ir 
classrooms with a better understanding of their teaching philosophies and cultural
backgrounds and the teachers of their supervisor’s beliefs, background, and 
leadership goals. On reflection this researcher realized that she was engaging in 
educational justice discourse with her staff throughout the process. 
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Oral language abilities are crucial in mapping verbal language onto the writt n 
word.  Children who come to school without a concept of print, especially those from 
other cultures that have not heard English syntax or idiomatic expressions of language 
during conversations, will have a difficult time acquiring the necessary foundatio s 
for fluency instruction.  Acquiring knowledge of vocabulary words is crucial for 
children to be able to go beyond being decoders to understanding and comprehending 
text. The multiple meanings that a word can have (polysemy) may be very confusing 
to children who have not heard how these words are used in colloquial speech or how 
the tones and phonology of the English sound systems work (Palumbo & Willcutt, 
2006). It is very important for children to hear language in familiar surroundings 
accompanied by love, caring, and (as a bonus) food. Heath (1983) studied children’s 
oral language development in two Southeastern neighboring but culturally different 
communities at home and at school and stressed the importance of being talked with, 
not to, and that for language learning to take place it is the engagement in 
conversation that matters. Neuman (2006) also noted that it is not enough for children 
to just hear conversations, but that the children themselves must be involved in these 
conversations. Interactions between adults and children must have the joint attention 
and engagement of both parties and be situated in a context that interests the children
(Banks, Au, Ball, Bell, Gordon, Gutierrez, Heath, Lee, Lee, Mahiri, Nasir, Valdes & 
Zhou, 2007).  
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Conversations at Mealtimes 
Oral language is the foundation upon which the skills of reading and writing 
are constructed. The capacity to understand information and requests they are given 
and having the ability to speak in complex sentences are both crucial to children’s 
reading and writing success, as indicated by prior research (Roskos, Tabors, & 
Lenhart, 2004).  The National Academy of Science issued a report over a decadeago 
that claimed improving language and literacy environments of young children was a 
key way to prevent reading difficulties (Snow, Burns, & Griffin, 1998). This research 
led to the writing of the literacy and language Head Start Amendments of 1998, 
which agrees that preschoolers should have a language-rich environment and be 
engaged in interesting conversations using many words. The Head Start Amendments 
were also based on Snow, Dickinson and Tabor’s (2001) Home-School Study of 
Language and Literacy Development (H-SSL&LD), a longitudinal study that began 
in 1987 when 83 children were 3 years old and followed them until their sophomore 
year in high school. One of the key findings of their study was that mealtime is an 
excellent opportunity for teachers to have vocabulary-building discussions that 
enhance children’s narrative skills (Dickinson & Tabor, 2001). The researchers noted 
that this is best done by adults who sit with students and encourage and value their 
conversations. The researchers also claimed that these discussions also have the 
added bonus of improving students’ social skills along with their communication 
skills (Cote, 2001). The three main types of statistical analysis used on the Home-
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School Study data including descriptive statistics, correlations, and regressions 
(Snow, Tabors, & Dickinson, 2001).   
Snow and Beals (2006) further examined this research and the recorded 
mealtime conversations from the H-SSL&LD. During the study, a visitor had 
recorded the conversations between the mother and child while they played with a set 
of toys and read a book at ages 3, 4, and 5, and also left a blank audiotape and 
recorder with the request to tape a typical mealtime conversation. A total of 160 
mealtime conversations were tape recorded from 68 low SES Boston-area families, 
one-third black or Hispanic and two-thirds white, whose mealtime conversations 
ranged from two to 47 minutes and averaged approximately 20 minutes. The 
children’s language and literacy abilities were assessed using the Peabody Picture 
Vocabulary Test—Revised (PPVT-R) at regular intervals and the Wide Range 
Achievement Test (WRAT) in second grade. There was a correlation between the 
amount of explanatory talk at mealtimes and the children’s later vocabulary scores, in 
grade six (R =.404, p =.018) and in grade 7 (R =.371, p =.033) on the PPVT-R; these 
results emphasize the importance of the mealtime opportunities to use rare wo ds in 
explanatory and narrative discourse and introduce and expand upon new concepts and 
words (Snow & Beals, 2006). Snow (2000) defined the connection between language 
and literacy as, “knowing language is a prerequisite to reading” (p.46).   
In the present study, 27 state preschool teachers had conversations with 54 
boys at mealtimes and also included conversations involving books and toys at the 
library and dramatic play centers and at recess. The treatment took place compl tely 
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during the classroom sessions, though the parents were encouraged to continue the 
conversations at home. In designing the present study, the researcher built upon prior 
research that illustrated the importance of mealtime conversations and explanatory 
talk (Snow et al., 2001) and considered Hart and Risley’s (1997) research concerning 
the lack of vocabulary building conversations in lower socioeconomic households. 
The researcher attempted to have the preschool teachers substitute the lack of parental 
home discourse in the home with discourse at school mealtimes, one of the four times 
during each session that they had conversations with their students with the growth in 
language measured by the Desired Results Developmental Profile Revisd (DRDP-
R). Conversations between teacher and student, especially during mealtimes, took 
place in a natural setting in order to find out about each others’ home experiences and 
the part these experiences play in the child’s vocabulary and social expectations. The 
adults in the room were sharing the “funds of knowledge” (Moll, 1992, p. 211) that 
each brought to the table and were learning how it shaped their interactions and 
expectations. 
Conversations during Dramatic Play in the Classroom and at Recess  
In analyzing previous research that demonstrated an increase in pre-reading 
behaviors of students who used literature-enriched dramatic play areas (Neuman, 
Morrow, and Schickedanz (2006) suggested that, consistent with Vygotskian theory, 
dramatic play time is another excellent time to engage in conversations and interact 
with children. The researchers advised that using higher level words, limiting the ratio 
of teacher talk to child talk, and actively listening to what the children are saying 
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would benefit children’s language development. Socio-dramatic play encourages 
children to use language to interpret the feelings and ideas of others. Having 
costumes, uniforms and props available both during inside and outside play 
encourage children to use their imaginations and language skills to interact both with 
other students and the adults that are present. The teacher and instructional assistants 
can listen to the children and then speak to them using words that are rare to them in 
order to increase the children’s exposure to new words. The adults should then use 
those rare words repeatedly in sentences to increase students’ understanding and to 
expand their vocabularies.  Morrow and Schickedanz (2006) recommend that future 
research use teacher and student conversations during dramatic play.  The current 
study followed this advice and used dramatic play time as one of the four times 
during the day the preschool teachers had conversations with their students in the 
treatment group at literacy enriched dramatic play centers in twenty-s ven 
classrooms.  Conversations during dramatic play may also take place outside at 
recess, another time recommended in this study for teacher-student conversations. 
Gutierrez (2008) expanded on her previous work linking literacy learning and 
social and cultural processes (Gutierrez & Stone, 1998) and revisited creating a 
“sociocritical literacy in the third space” (Gutierrez, 2008, p. 1), which takes into 
account an individual’s relation to the environment and the effect of talk and 
interaction.  Instructional conversations that link the home and community (past) with 
the classroom (present) and the return to their social world (future) might help 
students engage with and make meaning of the teacher-student conversations. 
IMPORTANCE OF TEACHER-STUDENT CONVERSATIONS                          28 
 
Gutierrez envisioned Freire’s (1970) social dreaming as a result for older stu nts 
when she studied high school children of migrant workers at an University of 
California, Los Angles (UCLA) four-week residential summer program. This
research, although not preschool based, is needed to help more preschool teachers 
start the conversations and “create what Engstrom and colleagues describe a  
interdependent zones of proximal development” (Guiterrez, 2008, p. 5). Collaboration 
can help preschool teachers realize the importance of their interactions and of tlking 
with their students to help them acquire educational justice.  Using their young 
students very active imaginations during dramatic play can lead them to aspire to 
social justice and the dream of improving their communities through achieving 
literacy for themselves.  
Conversations Started from Literature 
Massey (2004) found that children have few opportunities to build on 
teachers’ questions or share ideas that might lead to cognitively intriguing dialo ues.  
She confirmed prior research (Dickinson, DeTemple, Hirschler, & Smith,1992; 
Kontos, 1999) that found teacher verbalizations usually consist of mundane task 
assistance, instructions, managing appropriate behaviors, and questions that only 
require one- or two-word answers (Gest, Holland-Coviello, Welsh, Eicher-Catt, & 
Gill, 2006; Zucker, Justice, Piasta, & Kaderavek, 2010). Massey (2004) claimed that 
there are critical times during the day that children could be engaged in challenging 
cognitive conversations that develop oral language and lead to literacy skills, such as 
book reading, mealtimes, and playtime. Beck (1998) suggested that merely reading 
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books to children is not as effective as discussing ideas in the books as they come up. 
Beck (1998) claimed that knowing the definitions of words was not sufficient and that 
children need to be able to think about how the words can be used in other ways and 
to have opportunities to use new words in many different situations. Teachers can use 
conversations to provide these opportunities that take the vocabulary from the 
literature to their every day lives after the children engage in Dialogical Reading, 
which involves students telling their teachers stories and teachers remaining active 
listeners who ask open-ended questions throughout the process. The What Works 
Clearinghouse (WWC) used five research studies, including those of Lonigan and 
Whitehurst, which together included over 300 lower SES preschool students and 
examined the effects of Dialogical Reading on their oral language developm nt. The 
results were found to be a positive effect of +19 percentage points with a range of -6 
to +48 percentile points (WWC, 2007). 
Conversations Benefit all Cultural Groups 
Harvard University’s Center on the Developing Child’s National Scientific 
Council on the Developing Child-National Forum on Early Childhood Program 
Evaluation (NSCDC-NFECPE) has found scientific based evidence grounded in a 
combination of research in neuroscience, developmental behavior, and program 
evaluation that indicates positive experiences before starting elementary school are 
more likely to yield successful results than remediation later. Children from low SES 
families who attend preschool programs that provide a language-rich environment 
and warm, responsive staff-child interactions may experience enhanced cognitive a d 
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social development (NSCDC-NFECPE, 2007). Thus, research has shown that 
investment now equals prevention (Karoly, 2010). Poverty does not usually exist in 
isolation, and is often a condition of entire neighborhoods and communities; this 
further magnifies risk factors for entire groups of children and stresses the need for 
more support in lower-SES communities. Dual language learners are most likely to 
come from low-SES communities, which compounds their risk factors for school 
readiness and requires that teachers provide instruction and support to meet their 
needs (Ballantyne, Sanderman, D’Emilio & McLaughlin, 2008). The large Inland 
Empire southern California urban area around this study’s state preschools is 
predominately low SES and many of the preschool residents are dual language 
learners (City-Data.com). 
The question of whether children with different language backgrounds need a 
different language environment has also been explored in recent research. According 
to Bornstein and Cote (2004), researchers in the National Institute of Child Health 
and Human Development of the National Institute of Health – who collaborated with 
researchers in Argentina, Belgium, France, Israel, Italy, and the Republic of Korea – 
found that children who learn to speak Spanish, Dutch, French, Hebrew, Italian, 
Korean, and American English develop language in similar sequences. In this study, 
269 mothers of children 20 months old filled out a questionnaire to determine their 
monolingual, first born at term child’s vocabulary. The study found that children from 
different countries, learning to speak in many different languages, learn vocabulary in 
basically the same way. The children universally learn nouns first as they are the 
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easiest concepts for young minds to acquire. Nouns are concrete things that children 
can relate to by using their senses, while a verb or adjective are more complx to 
learn because they represent things that cannot be seen or touched (Bornstein, 2004). 
The California Department of Education’s Resource Guide for Preschool 
English Learners (EL) emphasized the importance of learning vocabulary through 
teacher-student conversations and questioning techniques. Two of the guide’s core 
tenets are that children are active learners and that there needs to be a connection 
between school and the home language and culture. For children to develop language, 
questioning techniques need to include the teacher asking unknown-answer questions 
rather than always asking known-question answers (WestEd, 2007). Unknown-
answer questions require stretching responses past one-word answers. Encouragi g 
children to talk about their feelings meshes with the first preschool foundation – 
social-emotional – and helps teachers learn more about children and the “funds of 
knowledge” (Moll, 1992, p. 211) that they bring with them from their communities. 
Children’s stories tell their histories and help educators to appreciate their diversity 
while developing their oral language skills.  Students will be engaged in learning if it 
is meaningfully connected to their world (Thompson, 2008). Practicing wait time, the 
amount of time a teacher pauses to allow children to think and respond in 
conversations, is also very important. All children need varying amounts of wait time, 
especially children who need to code switch between language systems, including 
neighborhood language versus school language. Presenting new vocabulary words in 
context while using real objects (or their toy versions) provides a concrete base for 
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the word and aids retention during instruction and teacher-student conversations. At 
the very least, the spoken vocabulary word, if unfamiliar to the child, should be 
accompanied by a picture or drawing, though three-dimensional objects that can be 
felt and experienced are preferable for English Language Learners (Blachowicz, 
Fisher, Ogle & Watts-Taffe, 2006). 
The National Literacy Panel on Language-Minority Children and Youth found 
that a key factor for more advanced reading skills is oral language proficiency 
(August & Shanahan, 2006).  In order for all children to develop oral language skills, 
preschool teachers need to take in to account the individual needs of their students – 
including their emotional, social, cognitive and physical abilities – while maintaining 
sensitivity to their cultural backgrounds (Morrow, 2004). Dickinson and Sprague 
(2002) found a correlation in three studies (Home-School Study of Language and 
Literacy Development, 1987; New England Quality Research Center, 1995; Literacy 
Environment Enrichment Program, 2002), between language/literacy development 
and the frequency with which teachers extend the comments children make and 
engage them in cognitively stimulating conversations that cause the children to reflect 
on the aspects of the world around them.  Dickinson and Sprague (2002) also found 
that this did not happen in the majority of preschool classrooms. Many teachers were 
never seen introducing new vocabulary words during mealtime or free-play, while 
engagement in these types of conversation were observed clustered in a few 
classrooms.  
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Research-Based Strategies for Teacher-Student Conversations 
A review of the literature also shows that teacher-child relationships provide 
the support that students need to acquire the interest, motivation, self-regulation, oral 
language, conceptual skills, reasoning, awareness of the alphabetical principle, and 
the attention to phoneme-grapheme associations needed to obtain literacy (Pianta, 
2006). McKeown and Beck (2006) interpreted the Hart and Risley (1999) research to 
imply that in order to take turns in a conversation, children need to engage in 
interactive conversations at higher cognitive levels than language acquisition. Dale 
Farran, Canan Aydogan, Shin Kang, and Mark Lipsey (2006) – through an analysis of 
both Kagan’s (2003) study of 34 preschool classroom teachers’ emphasis and use of 
literacy materials available in their classrooms and Aydogan’s (2004) study of the 
relationship between language characteristics in the home and those used by 
preschool teachers found clear evidence that engagement is the beginning of learning 
for young children. Further research found that engagement starts with the teac r’s 
emotional warmth, verbal interactions through open-ended questions, encouragement 
of student-initiated conversations, and the establishment of a verbal lead for students 
to follow (Farran, Aydogan, Kang & Lipsey, 2006). How effective instruction will be 
in the children’s future as they transition to kindergarten depends on the language and 
literacy skills they bring with them (Morrison, Connor & Bachman, 2006). Thus, the 
educational community cannot underestimate the importance of children’s preschool 
teachers’ abilities to overcome the lack of language development opportunities in 
their lower SES homes. During an interview for Early Childhood Today, Snow 
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(2000) declared that for preschoolers learning takes place through talk and that, for 
children under 5 years old, the best conversations takes place when children choose 
the topic. Teachers can introduce the topic, but need to remember to ask open-ended 
questions.   
Hart and Risley’s (1995) research on socioeconomic home conversation levels 
was based on the LEEP research of Dickinson (2001), which showed the importance 
of beginning with language, and on the California Preschool Instructional Network 
(CPIN), which illustrated that educators can support early literacy throug  
conversations with children. During one-on-one conversations, teachers can build 
closer, caring relationships with their students and provide them with both the sounds 
that make up a rich vocabulary and conversations that expand thinking about student 
experiences and how they relate to classroom-based literature. Teacher-student 
conversations help the children put their ideas into words and to take turns speaking 
and listening. Also recommended by CPIN is establishing times throughout the day 
that are natural for child-teacher conversations, such as waiting in line, tra sition 
times, choice activities, recess, and meals. The teacher must plan these times and 
establish routines for the instructional assistants to also engage the students in one-to-
one conversations (CPIN, 2007). The present study used meals, books, and choice 
activities during dramatic play time and recess for such conversations.  
During this study, trainers from CPIN reinforced the researched-based 
strategies while conduct trainings and providing technical assistance for thepreschool 
teachers in oral language development, early literacy, and the California Preschool 
IMPORTANCE OF TEACHER-STUDENT CONVERSATIONS                          35 
 
Learning Foundations and Frameworks. The CPIN trainers were excited about this 
research study and the impact it might have on children. Their hope was that because 
repetition and practice can have lasting results, the preschool teachers would find 
conversations with their students to be habit-forming after having participated in 
these conversations with their students for three-months duration of this study.  
Bond and Wasik (2009), Dickinson (2001), Massey (2001), Snow (2001), 
Tabors, Yaden and Tam (2001) and many other literacy researchers have recognized 
the importance of oral language to early literacy and have recommended interactions 
and conversations between teachers and students to help close the gap for children 
from lower SES homes.  To bridge the gap in language and vocabulary exposure 
between low SES students and higher SES students, state preschool teachers need to 
be encouraged to use vocabulary rare to their students to help “embroider their 
language” (Olsen & Gustafson, 2008). Interactive conversations that follow the 
students interests laced with open-ended questions are recommended to increase the 
students’ expressive vocabularies and ability to acquire early literacy. Harvard 
University’s Center on the Developing Child (2007) reported that in order to obtain 
oral language skills it is not only necessary to have hearing that is adequate nough to 
be able to differentiate sounds and the ability to connect words to their meanings, but 
also to be able to carefully attend to verbal interactions and interact in social 
engagements.  Pianta and Hadden (2008) from the National Center for Research on 
Early Childhood Education wrote that “interactions are key aspects of the classroom 
environment that contribute directly to children’s learning and developmental gains, 
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not only in preschool, but in the early elementary grades, as well” (p. 22). Language 
skills continue to play a significant role in future reading achievement (Dickinson, 
McCabe, Anastasopoulos, & Peisner-Feinberg & Poe, 2003). The three matrix 
diagrams in Figures 3, 4, and 5, illustrate the interconnectedness of the researcher , 
their research findings on the best times during the preschool day to engage in 
teacher-student conversations, and the strategies that they recommend for helping t e 
students to obtain the oral language skills so necessary for early literacy.   
Encouraging Teachers to have Conversations with their Students 
Freire (1994) contended that “liberation is a praxis; the action and reflection 
of men upon their world in order to transform it” (p. 63). The question of how 
educators start this praxis in our preschool teachers so that they in turn become 
transformative leaders who move beyond the banking model of education is an 
important one to ask. Likewise, the educational community must ask how we make 
the promise of preschool narrowing achievement gaps and providing reading 
readiness become a reality (RAND, 2008).  The strategies mentioned in this current
research study do not come with any financial cost. They do not require purchasing 
any curriculum, supplemental materials, or additional personnel. The only 
requirement is that preschool teachers use the tools that they come equipped with 
already – themselves and their voices. What would convince them to schedule 
conversations into their busy days, including conversations with students who have 
“funds of knowledge” (Moll, 1992, p. 211) than their own or who are struggling to 
develop language? A start could be teacher-administrator conversations exchanging 
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their funds of knowledge and views on oral language development, including 
discourse about Hart and Risley’s (2003) research concerning lower SES students’ 
vocabulary growth that explored how educational justice demands that educators find 
ways to effectively level the playing field. 
In looking at preschool research models, a study of 56 children in 15 
preschool classrooms which was conducted in rural communities in the southwestern 
region of the United States was analyzed. Teachers were asked to select from their 
classrooms two students with typical achievement, two with special needs, and one at 
risk student. The Peabody Picture Vocabulary Test-Third Edition (PPVT-III) was 
used as a baseline and the Curriculum-Based Measurement was used to monitor 
growth. The outcomes illustrated the benefit of ongoing assessment to monitor 
vocabulary acquisition (Roskos, Ergul, Bryan, Burstein, Christie & Han, 2008).  
This current study was conducted in the seventh largest urban school district 
in California and asked its preschool teachers to choose four male, 4-year-old 
students in their classrooms that scored at exploring or developing on five measures 
on the Desired Results Developmental Profile-Revised (DRDP-R). Thus, the 
researcher ended up looking at 108 boys from 27 state preschool classrooms’ morning 
and afternoon sessions. Boys were chosen as their vocabulary at 24 months is on an 
average 40% less than girls (Tyre, 2008). Huttenlocher (1991) audio-taped 12 boys 
and 10 girls between the ages of 14 and 16 months and their mothers for a few hours 
every two months and found that even though the mothers talked about the same 
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amount to the boys and girls, the boys spoke less than the girls and used fewer words 
(Huttenlocher, 1991). It appeared that boys were intrinsically less verbal than girls. 
The DRDP-R was used to establish a baseline and to determine growth after 
six months, including three months of intensive teacher-student conversations. The 
intent of this current study was to demonstrate the importance of teacher-student 
conversations in early literacy growth in order to inspire preschool teachers to have 
these interactions and for administrators to suggest to their teachers that they engage 
in these important conversations. Miller (2010) recommended that preschool teachers 
write times to have these conversations into their lesson plans. This study required the 
preschool teachers to do so. 
Scheduled Not Scripted Conversations 
In their concern to establish a time for meaningful conversations to occur 
between teachers and students in preschool classrooms, Bond and Wasik 
recommended establishing “Conversation Stations” (2009) as a classroom center 
where the students would rotate through to have one-on-one conversations with their 
teacher. Wasik (2010) later recommended that conversations not be scripted because 
they needed to be a natural part of the classroom routine and build on the child’s 
interests. This study followed this premise and recommended four research-based 
times of the day to involve children in conversations where they are at and about the 
activity they are engaged in at the time. The research also recommended that 
research-based strategies be used to build vocabulary and stretch the preschoolers’ 
language skills. 
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Summary 
This chapter addressed research on the importance of early oral language, 
gender differences, educational justice, the most beneficial times to have 
conversations in preschool and the strategies to use, the cultural implications of such
research, and the necessity of encouraging teachers to schedule conversatios with 
their students. In general, the research indicates that it all begins with oral language, 
an essential communication skill which is often overlooked when preparing children 
to read (Miller, 2010).  Children in families with lower SES typically have fewer 
conversations with adults and only hear half the words that higher SES children have 
heard and can understand only half the meanings that a high SES child can before 
entering kindergarten (Hart & Risley, 2003, 1995). During the RAND California 
Preschool Study (2008) the assessors did not observe the teacher-student 
conversations necessary for children to develop language skills. The vocabulary of 
boys at twenty-four months is on an average forty percent less than girls (Tyre, 2008). 
Boys start school speaking fewer words than girls leading to lower average scores in 
reading for boys (Tyre, 2008) putting boys at risk as they need critical reading ability 
to be successful academically (Brozo, 2010).  
Considering the importance of oral language in the development of early 
literacy skills, it is necessary to provide consistent times for conversation  to take 
place in preschool classrooms (Bond & Wasik, 2009). Dickinson (2001), Massey 
(2001), Snow (2001), Tabors, and Yaden and Tam (2001) recommended mealtimes, 
recess, dramatic play, and library time and the strategies to use to facili ate the 
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scheduled conversations including asking open-ended questions and sharing each 
others “funds of knowledge” (Moll, 1992, p. 211). In this way, preschool teachers can 
help provide educational justice for their students.   
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CHAPTER THREE 
Methods 
The purpose of this quantitative research study was to examine the differences 
in early language and literacy skills when preschool teachers had conversations wi h 
their preschool students during meals, dramatic play, library, and recess. Participants 
included low-SES preschool 4-year-old boys and regular education state preschool 
teachers in a large urban school district in southern California. The teachers planned 
and then facilitated conversations with their students in the treatment group four times 
during each three-hour session the students spent in the pre-school experience. The 
methodologies used during the conversations were derived from current related 
research. Standardized language, communication, and literacy measures from the 
Desired Results Developmental Profile (DRDP-R) and Early Childhood 
Environmental Rating Scale (ECERS-R) served as outcome measures. 
Participants 
One hundred and eight lower SES, 4-year-old, male preschool students from 
26 schools in a large inland urban southern California school district participated in 
this study. The city that the district is located in had a higher unemployment rat  than 
the state average. The requirement for student eligibility to attend California state 
preschools was that the family be in the lowest SES level based on income divided by 
family size. This ranking was obtained on the Centralized Eligibility List (CEL), 
which ranked the students by family income and was verified by the agency’s state 
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preschool enrollment clerks (CDE). This assured that the population in state 
preschool classes was in the lowest SES. The preschool students who participated in 
this study were predominately of Hispanic ethnicity. The study’s population reflected 
the area’s large Hispanic population. Ninety-three students were Hispanic, nine were 
African American, three were Caucasian, two were Asian (Vietemes), and one was 
Arabic. Sixty-seven percent of the students were English language learners. All 
students received instruction in English and were taught using the district-adopted 
curriculum, The Letter People (Abrams & Company).The students attended class 
three hours a day, five days a week for a 180 days school year. Each state prechool 
teacher who signed the teacher volunteer form (see Appendix A) was responsible for 
teaching two sessions each day, one in the morning and one in the afternoon. The 27 
state preschool teachers who participated in this study have taught from one to 33 
years and their educational levels range from two years of college with a Preschool 
Teacher Permit to a Master’s Degree. 
Table 1 
The DRDP-R Developmental Levels 
Developmental Level Description 
 
Not yet at first level 
 
Not yet at Exploring 
 
Exploring Beginning to show development in desired result. 
 
Developing        Sometimes shows ability in desired result. 
 
Building 
        
Consistently demonstrates ability in desired result in a 
variety of settings.  Level expected most 4 year olds to 
achieve. 
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Integrating Mastery of desired result.  Not expected to be reached 
by most preschoolers. 
  
 
Of the 1,215 preschool students who entered this district’s state preschools in 
the beginning of the 2009-2010 school year, 81% scored on language measures 12 
through 15 at Exploring or Developing on their 60-day DRDP-R assessment. This 
means that most of the incoming preschool students were not showing sufficient 
growth in communication and language for school readiness. On DRDP-R literacy 
measure thirty, 83% of the incoming preschoolers scored at Exploring or Developing, 
indicating they were not demonstrating sufficient emerging literacy skills for 
kindergarten readiness. The CDD considers mastery at the Building level to be the 
expectation for kindergarten readiness. The 108 participants were chosen from this 
population as a convenience sample rather than a random sample to ensure that the 
students who met the inclusion criteria came from the 50% of the possible male 
population of 568 who were in the identified criteria. District permission for the study 
was also readily obtainable. 
Each of the 4-year-old male students were chosen for this study because they 
often lag behind their female classmates in language and literacy development and 
this is their last year to acquire school readiness. Statistically, boys start school 
speaking fewer words than girls, which leads to lower average reading scores for boys 
(Tyre, 2008); research also shows that all children need critical reading bility to be 
successful academically (Brozo, 2010). Of the 1,215 preschool students who were 
tested, 958 students scored at Emerging or Developing on most of the five measures 
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chosen for this study as determined by the 60-day DRDP-R (see Table 2). Each of the 
27 state preschool teachers were asked to identify two of their 4-year-old male 
preschool students in the morning (AM) class and two in the afternoon (PM) class 
who fell into this group. The teachers chose students who scored at Exploring then at 
developing if necessary on the five chosen DRDP-R measures in Table 2; likewise, 
teachers chose students who were expected to remain in their classrooms for the three 
month duration this study. Girls, 3-year-olds, children from more mobile families, 
and students who were at the Not yet at first level, Building, or Integrating levels on 
the majority of the five measures met this researcher’s exclusion criteria. 
The state preschool teachers each identified one student from their morning 
class and one from their afternoon class to be in the Treatment Group and receive the 
additional instruction. The teachers then obtained the parents’ signed consent on the 
appropriate parent permission form (see Appendix B and C for Informed Consent).  It 
was difficult for the 27 preschool teachers to identify four of their students who 
scored only at Emerging and then also when they included Developing on the five 
chosen DRDP-R measures and obtain parent permission for two as not all parents 
were willing to allow their children to participate in the study. Not yet at first level or 
Building, the levels directly above and below Emerging and Developing, appeared on 
some of the individual measures amongst the set of five for each student because 
students can be at different stages in their development on the different measures. 
Those variables have been calculated into the results. Since not all parents agreed to 
sign the permission form, teachers then made other choices from the students who 
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met the inclusion criteria and whose parent did agree. Some of the parents were 
hesitant to admit that their children needed extra attention from the teacher no matter 
how positive the teacher was when they were approached. The parents of the students
who were illegal immigrants were reluctant to sign anything additional for fear of 
revealing their status. Table 2 shows the profile of subjects in the study.  
Table 2 
Profile of Participants by Group 
 
Group 
 
Number 
 
Age 
 
SES 
 
Sex 
Number 
from AM 
Classroom 
Number 
from PM 
Classroom 
Treatment 
 
54 4 years Lower Male 1 1 
Control 
 
54 4 years Lower Male 1 1 
Total 108 4 years Lower Male 2 2 
            
Measures 
Two assessments were used in this study: the Desired Results Developmental 
Profile-Revised (DRDP-R) and the Early Childhood Environmental Rating Scale- 
Revised (ECERS-R), both of which are used in the district’s state preschools. The 
Desired Results Developmental Profile-Revised (DRDP-R) is a curriculum-embedded 
measure used to assess developmental levels of preschool children using performance 
level indicators to create scale scores for tracking progress; data is then aggregated 
for reporting to the state (Atkins-Burnett, 2006).  Psychometric information is limited 
due to its recent development but “preliminary data indicates a high reliability” 
(Wilson, 2006, in Atkins-Burnett, 2006). Sally Atkins-Burnett (2006) favored 
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observation as an assessment tool for preschoolers and the DRDP uses observation 
and anecdotal records as the main tools for determining developmental levels along 
with student work and photo documentation stored in individual student portfolios. 
All the district’s state preschool teachers have received ongoing training over 
the past four years by this researcher on the proper administration and collection of 
data for the biannual DRDP assessments. California state preschool teachers are 
required to assess each of their students on the DRDP during the first 60 days of 
enrollment to establish a baseline and then plan large-group, small-group, and 
individual lessons based on the assessment results and their DRDP Summary of 
Findings. The goal is to help the children advance to the next developmental level on 
each of the 39 measures and continue to make progress. Table 1 details the DRDP 
Developmental Levels with their descriptors. 
After six months, the teachers reassess the children on the DRDP in a fresh 
booklet to avoid the halo affect. Teachers use observational and anecdotal 
documentation, student work, and photos to document developmental progress and 
mastery of skills; all these data are collected in the required individual student 
portfolios. The data from both the 60-day and the six month DRDP’s from the 1,368 
possible state preschool students in the district are recorded on scantrons twice a year, 
collected by this researcher as a regular professional requirement, and give  to the 
technology and research department to compile by teacher and agency. This 
researcher then distributes the individual school reports to the teachers and site 
principals and uses the combined data in the Annual Agency Report to write goals for 
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program improvement. In the current study, the results for the 108 participants were 
pulled from this data. 
DRDP-R. There are five DRDP-R measures that were used in this study as 
shown in Table 3.  They were chosen from the thirty-nine Desired Results measures 
because they measure the attributes related to the language and literacy that were 
important to this study. 
Table 3 
DRDP-R Measures Used in this Study 
Measure Description 
12 Comprehends meaning (oral language) 
 
13 Follows increasingly complex 
instructions 
 
14 Expresses self through language 
 
15 Uses language in conversation 
 
30 Letter and word knowledge 
 
 Past studies revealed that these five measures are significant factors in 
developing young students’ oral language and early literacy skills. The National 
Reading Panel reported that in making the transition from the spoken to the written 
word, “oral vocabulary” is the most significant (Report of the National Reading 
Panel, 2000). Additionally, past research has shown that students’ capacities to 
understand the information and requests directed to them and speak in complex 
sentences are crucial to children’s reading and writing success (Roskos, Tab rs, & 
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Lenhart, 2004). It is not enough for a child just to hear conversation, but also be 
involved (Neuman, 2006). Teacher-student relationships provide the support that 
students need to acquire the oral language conceptual skills, reasoning awareness of 
the alphabetical principle, and attention to phoneme-grapheme associations needed to 
obtain literacy (Pianta, 2006). The current study suggested that the above could be 
accomplished through teacher-student conversations. 
ECERS-R.  The Early Childhood Environmental Rating Scale-Revised 
(ECERS-R) was administered early in the school year in each of the 27 state 
preschool classrooms by preschool teachers in classrooms other than their own.  The 
teachers doing the rating have been formally trained by ECERS-R trainers in the 
correct methods for rating each of the items.  The results from each classroom are 
given to the teacher in that classroom to write their ECERS-R Summary of Findings, 
plan improvements, and order the materials necessary to improve the instructional 
environment.  The data from the 27 classrooms are then put on scantrons and given to 
the technology and research department to compile by agency and used by this 
researcher during professional responsibilities in the Annual Agency Report.  
There are 43 items on the ECERS-R, four of which concern teacher-student 
interactions and conversations, one of which was used in this study. Item 16, 
Encouraging children to communicate was chosen because encouraging the students 
to communicate is necessary for initiating and sustaining conversations as 
demonstrated in the Training DVD. The teacher is rated on a scale of one to seven 
with under a five being unacceptable for a Title 5, state preschool program in 
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California.  A rating of five or six is “Good” and a rating of seven is “Excellent.”  
This study used the ECERS-R value in the calculation of Pearson’s product-moment 
correlation and the levels of change from the initial assessment of five DRDP-R 
measures and the six-month DRDP-R.  The ECERS-R has an established scale with 
research demonstrating that the ECERS-R has good predictive validity “with no item 
having an indicator agreement level below 70%” (Harms, Clifford, & Cryer, 2005, p. 
2.)  
Both the DRDP-R and ECERS-R are researched-based assessment 
instruments and required by the Child Development Division (CDD) of the California 
Department of Education (CDE) for Title 5, State Preschool Programs.  As the State 
Preschool Coordinator for the district and Program Director for the twenty-sven 
half-day state preschools located on elementary campuses, the researcher h s access 
to and regularly uses the data from these assessments for program improvement.  
This study used both the DRDP-R and the ECERS-R because the researcher 
felt that using the instruments that are currently in use and readily understaable by 
teachers and administrators might help to demonstrate how teacher-student 
conversations and interactions can improve language and early literacy development. 
The RAND (2008) study used the ECERS-R and CLASS and the results showed that 
teacher-student conversations and interactions were lacking in state preschools in the 
state of California.  This study attempted to demonstrate the significance of those 
teacher-student conversations in early literacy using the DRDP-R and the ECERS-R. 
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Procedures 
The researcher visited each state preschool teacher and engaged in discourse 
on educational justice and the oral language development strategies and 
methodologies derived from current related research. The intent of this researcher was 
to discuss the research-based strategies to be used and to see how educational j stice 
elements naturally emerged when this researcher explained Hart and Risley’s 1995 
research that showed the discrepancies between the vocabulary development of the 
young children from different socio-economic groups and what could be done to 
narrow the vocabulary gap displayed in Figure 2 for lower SES students. Each 
preschool teacher was given a copy of a Training DVD that showed this researcher 
using the research based strategies and methodologies displayed in Figure 5 with a 4-
year-old male preschool student from one of the preschool classrooms.  The video 
demonstrates that in order to use the strategies and have the conversations during the 
four designated times of the day (mealtimes, recess, at the library center, and during 
dramatic play), the teacher must have persistence, determination, and the ability to 
encourage students to communicate when they are not responding. The teachers were 
visited again to discuss the strategies in the video and how to use them with their 
treatment students. 
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Figure 3.  Researchers Who Recommend Conversations and Best Times 
Language/ 
 Literacy 
Development 
Hart 
& 
Risley 
Catherine 
Snow 
David 
Dickinson 
Morrow 
& 
Schickedanz 
Kris 
Gutierrez 
Dramatic Play 
 
Literacy Center 
Mealtimes 
Recess 
Teacher-Student      
Conversations 
Literacy 
Center 
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 Figure 4.  Interconnectedness of Language Development Research Studies 
Research  
Studies 
Language/ 
 Literacy 
Development 
Hart & Risley (1995) in 
the homes of 42 children 
for 2 1/2 yrs recorded 
one hour a month every 
word spoken between 
parent & child & 
analyzed every utterance 
in 30,000 pages of 
transcripts. 
Snow (2006) revisited 
her Home-School 
Study of Language & 
Literacy Development  
(H-SSL&LD, 1991), 
83 children 3-5 yrs 
old, person recorded 
while Mom & children 
played & read books, 
left tape recorder 
during mealtimes, 
later correlation 
between extended 
discourse and 
vocabulary & reading 
scores. 
Dickinson & 
Tabors (2001) 
continued H-
SSL&LD, traced 
the links of the 83 
children’s 
preschool oral 
language 
experiences and 
later school 
success. 
Explanatory & 
Narrative talk were 
predictors on the 
PPVT & the 
WRAT. 
Morrow & 
Schickedanz (2006) 
revisited Neuman 
and Roskos (1990, 
1992 & 1993) & 
Morrow’s (1990) 
study of 13 
preschool 
classrooms that 
increased the 
amount of literature 
in the dramatic play 
areas and observed 
increased pre-
reading behaviors in 
the students.  
 Gutierrez  
(2008) created 
“sociocritical 
literacy in the 
third space” 
through 
instructional 
conversations 
with the HS 
students of 
migrant workers 
at a UCLA four 
week summer 
residential 
program. 
Dramatic Play 
 
Library Center 
Mealtimes 
Recess 
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Figure 5.  Overlapping Research Based Strategies  
 
Teacher-Student 
Conversation 
Strategies 
Language/ 
 Literacy 
Development 
Conversation as a “social dance—
interacting as partners, listening 
& speaking, following & leading, 
locked into the ways language 
works between people” (Hart & 
Risley, 1999). 
Sit with the 
student, ask 
open ended 
questions & try 
to let them 
choose the 
topic (Snow, 
2000). 
Use words 
during 
representationa
l talk that 
expand their 
knowledge 
rather than 
words only 
intended to 
monitor 
behavior 
(Dickinson, 
2001). 
Use rare words 
during literature 
enriched dramatic 
play & actively 
listen to what the 
children are saying 
(Morrow & 
Schickedanz, 2006). 
Link home to 
classroom using 
student’s “funds of 
knowledge” --then 
back to the home 
through 
conversations 
(Gutierrez, 2008). 
Dramatic Play 
 
Library Center 
Mealtimes 
Recess 
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Figure 3 highlights the researchers who recommended having conversations 
with young children, and the most effective times of the day to have these 
conversations to develop the child’s language and early literacy skills. Gutierrez 
(2008), Morrow and Schickedanz (2006), Dickinson (2001), Snow (2000), and Hart 
and Risley (1999) all recommended having conversations during some or all of these 
times: mealtimes, dramatic play time, literacy center times, and recess. Figure 4 
shows the interconnectedness of these researchers’ language development studies and 
how they built on each other’s research.  The findings of these researchers and 
strategies suggested that in order to help preschoolers obtain the language they n ed 
for early literacy, the place and time of teacher-student conversations do matter.  
Based on the model developed in Figure 3 and 4, the researcher gave the 
diagram displayed in Figure 5 to the 27 preschool teachers in this study to help them 
remember both the strategies they viewed in the Training DVD and those that the 
researcher requested the teachers used with the study’s student Scheduled 
Conversations Treatment Group participants. The four times a day they had 
conversations with these students are also listed in Figure 5. The other two students 
the teachers chose, one from each of their classes, were in the Infrequent 
Conversations Control Group and received the same instruction and teacher 
interactions as the other 22 students.  The teachers were not given a script to use wi h
their students, (Wasik, 2010) as the purpose of this study was to determine the 
effectiveness of scheduled natural conversations.  The times are scheduled, not the 
flow of words. 
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The overlapping research-based strategies in the Training DVD and Figure 5 
that were used to instruct the teachers were as follows: 
1. Sit with the student, ask open ended questions, and try to let the 
student choose the topic (Snow, 2000). 
2. Use words during representational talk that expand their knowledge 
rather than words only intended to monitor behavior (Dickinson, 
2001). 
3. Use rare words during literature enriched dramatic play and 
actively listen to what the children are saying (Morrow & 
Schickedanz, 2006). 
4. Link home to classroom using students’ “funds of knowledge” 
(Moll, 1992) then back to the home through conversations 
(Gutierrez, 2008). 
5. Use conversation as a “social dance—interacting as partners, 
listening, and speaking, following and leading, locked into the ways 
language works between people” (Hart & Risley, 1999, p. 4). 
The researcher gave teachers a list of open-ended questions.  By definition, 
open-ended questions may be answered many ways and do not have one right answer 
(Sonoma State University, 2005). The researcher provided sample questions that 
encouraged communication, but the researcher also made it clear to the teachers that 
it was important for the teachers to follow the students’ interests and follow where the 
students chose to take the conversations (Banks, Au, Ball, Bell, Gordon, Gutierrez, 
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Heath, Lee, Lee, Mahiri, Nasir, Valdes & Zhou, 2007). For example, during 
mealtimes the researcher suggested that the teacher sit with the child (Snow, 2000) 
and ask the child what they were eating. To connect home with school and explore 
the child’s “funds of knowledge” (Moll, 1992) the teacher was encouraged to ask the 
child if they eat the same thing at home and – if not – what do they eat when not at 
school.  Color, shape, taste were also encouraged to be discussed about the foods at 
home and school. The teachers were also instructed to ask questions that would help 
them to learn more about the student’s home life and culture (Gutierrez, 2008), such 
as, “What did you do when you were at home yesterday?” At recess or the dramatic 
play center, conversation-starters were gleaned from what the child was doing and 
choosing from the array of props and toys provided. Discussions flowed naturally 
from the teacher in order to show interest in what the child was doing and saying 
(Morrow & Schickedanz, 2006). While engaging in these conversations, the teachers 
were asked to use the vocabulary words from the stories the students were reading 
(Beck, 1998) and from the lessons they were taught during whole and small group. In 
an effort to broaden student vocabulary, the teachers were challenged to use “rare 
words,” namely those that the children would not normally hear (Morrow & 
Schickedanz, 2006). At the library center, the teachers were to encourage the children 
to “read” book to their teachers (WWC, 2007). Instead of only talking to the children 
to give directions or correct behaviors, the teachers engaged in representational talk 
that would help their comprehension of the meaning of words (Dickinson, 2001). It 
was of utmost importance to keep the flow of language natural in order to have a true 
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conversation between two interested parties (Hart & Risley, 1999). Table 4 provides 
some examples of open-ended questions used during the four times of the day. 
Table 4  
Sample of Open-Ended Questions Suggested During Teacher Training 
Time Purpose of Data Collection 
Mealtimes What are you eating?                                                        
Do you eat that at home? 
How does your mother prepare it? 
Does your mother ask you what you eat at school? 
What do you tell her? 
                                                                          
Recess What helmet do you think would be the most exciting 
to wear? 
Whose helmet is that? 
What does a fireman do? 
Is that bike your fire truck? 
Does it have a siren? 
 
Library Center Are there any books about fireman? 
What is the name of that book? 
Did your teacher read you that book? 
Can you tell me about it or read it to me? 
Did you tell your mother this story? 
What is your favorite part? 
 
Dramatic Play Area Is that a caterpillar? 
Is he the Very Hungry caterpillar? 
Is he hungry? 
What will he eat now? 
Where will he find it? 
Is he crawling through the garden? 
Can you crawl like a caterpillar? 
 
The preschool teachers were then given permission slips: the Teacher  
Permission and Volunteer Form (see Appendix A) for them to sign if they were 
willing to participate, and parent permission slips in English (see Appendix B) and 
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Spanish (see Appendix C). The 27 state preschool teachers who were asked 
individually to participate in the study using the strategies in the Training Video and 
Figure 5 signed the permission form in Appendix A and obtained parent permission 
using the appropriate language form in Appendix B or C. These teachers were 
instructed in the use of the Lesson Plan for Preschool Teacher-Student Conversations 
(Appendix D) by the researcher.  The teachers were also given copies of Appendix E 
and F in order to help them to initiate open-ended questioning. 
The preschool teachers used the Lesson Plan for Preschool Teacher-Student 
Conversations to plan, using the strategies from the Training DVD and Figure 5, to 
engage the Scheduled Conversations Treatment students, one in the morning class 
and one in the afternoon class, in conversations four times a day for five minutes 
during the three month duration of this study. The four times each session were 
planned during breakfast or lunch as the students ate one meal a day in the classroom 
during their morning or afternoon session, at the dramatic play center, at the library 
center, and during recess outside play or inside on a rainy or excessive heat day as 
shown in Table 5. The two Infrequent Conversations Control students, one AM and 
one PM, received the same instruction as the other twenty-two students in the 
classroom with the usual amount of teacher interaction. The format of the Preschool 
Teacher-Student Conversation Lesson Plan is shown in Appendix D. 
The researcher used frequent classroom visits and phone calls to monitor the 
implementation of the strategies, answer questions, and coach when needed. The 
researcher also collected lesson plans in order to check for appropriate 
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implementation of the strategies. These lesson plans reflected the interactive activities 
that the teachers initiated with their treatment students. The lesson plans also 
structured the times during the session and ideas for the conversations; however, the 
actual conversations could vary greatly as this researcher found out during the 
training DVD.  The researcher did prepare scripted questions, but the preschooler in 
the DVD had his own ideas about what he would choose to talk about. The 
preschooler’s longest conversation with this researcher was about his Halloween 
trick-or-treating experience and as the black Spiderman. As the study progressed, the 
flow of language became more natural between the teachers and their treatment 
students. 
Table 5 
Procedures 
 
The Teacher had conversations with the student in the treatment group for 5 minutes 
as planned 4 times each session for 3 months. 
  
At breakfast/lunch      At the dramatic play center      At the library center      At
recess 
 
 
Growth was measured between the 54 preschool students in the Scheduled 
Conversations Treatment (T) Group and the 54 preschool students in the Infrequent 
Conversations Control (C) Group using the six month follow-up DRDP-R on the five 
chosen measures. Comparisons were made to see if there was a significant dif ere ce 
in student achievement between the teachers that scored the lowest and the highest on 
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the ECERS-R item which rates encouraging children to communicate, Item 16:  The 
impact of years of teaching experience was also examined. 
Design & Analysis  
An examination of the significance of the difference between the two 
independent variables was the central focus of this study:  the significance of the 
Scheduled Conversations Treatment Group compared to the Infrequent Conversations 
Control Group. This study also examined the significance of the teacher’s abilityto 
provide a classroom environment that encouraged the boys in the Scheduled 
Conversations Treatment Group to communicate on their language and literacy 
development as assessed by DRDP-R Measures 12-15 and Measure 30, and the 
significance of the preschool teachers amount of years of teaching and its ffec  on 
the boys in the Scheduled Conversations Treatment Group’s language and literacy 
development as assessed by these five DRDP-R Measures.  ECERS-R Item 16 was 
used to assess the teacher’s ability to provide a classroom environment that 
encouraged the students to communicate.  Race and ethnicity were not considered 
since the majority of the boys (93 of the 108) were Hispanic. The researcher also 
considered all the lower SES preschool students to be English language learners after 
examining Hart & Risley’s (1995) research.  
The five DRDP-R measures that served as the dependent variables were 
described earlier in this chapter and are listed in Table 3. The numbers of levels of 
change for each participant for each measure were tallied to produce a score that was 
used to compare the treatment and control groups. The unpaired two-tailed t est 
IMPORTANCE OF TEACHER-STUDENT CONVERSATIONS                          61 
 
analysis was used to calculate the value, for each measure 12-15 and 30, and the 
significance level found to test the null hypotheses. T-Test was chosen since the 
comparison groups had near normal distributions and were chosen from the same 
population. 
Correlations were calculated using Pearson’s product-moment correlations to 
find if there was any relationship between the teachers’ scores on the ECERS-R Item 
16 and the level of change for the participating pre-school participants or between the 
years of experience of the participating pre-school teachers and the level of change 
for the participating pre-school participants.  
Summary 
 As described in this chapter, the design of the study was to schedule teacher-
student conversations four times during each session for five minutes during 
mealtimes, recess, dramatic play, and library time (see Figure 5). The 27 state 
preschool teachers had conversations with the 54 boys in their Scheduled 
Conversations Treatment Group, one in the morning class and one in the afternoon 
class, during these times using the research-based strategies. The boys in the study 
were 4-year-old, lower SES preschool students whose developmental levels on the 
sixty-day DRDP-R were mostly at the Emerging or Developing levels. 
The DRDP-R Language Measures 12 -15 (assessing comprehends meaning, 
follows increasingly complex instructions, expresses self through language, and uses 
language in conversation), and Literacy Measure 30 (assessing letter and word 
knowledge) were used as a baseline at 60 days after enrollment and again six months 
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later to answer the question of what the importance of teacher-student conversations 
in preschool is and if preschool teachers regularly schedule conversations with 
individual students will students’ language and literacy development improve. The 
results of the study are presented in Chapter 4 to address the research questions as to 
whether there is a significant difference in the students’ language and early lit racy 
development if their preschool teacher schedules regular times during each session to 
have conversations with them. In addition the results indicate whether there is any 
relationship between either teachers’ score on the ECERS-R Item 16 (the ability to 
urge students to communicate) or the years of experience of the participating te chers 
and the students’ language and literacy development.  
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CHAPTER 4 
Results 
The Rand California Preschool Study (2008) reported that preschool teachers 
do not have frequent conversations with individual students and that the assessors did 
not observe the teacher-student interactions necessary for children to develop 
language skills. At home, lower SES children hear half the words of a working class 
child per hour and experience less than one-third as many words per hour as a 
professional family (Hart & Risley, 2003). A review of the literature suggested that 
one way of stimulating oral language development is through teacher and student 
conversations and interactions. This research investigated the significance of teacher-
student scheduled conversations in preschool. The study examined the difference in 
the developmental growth in five early literacy areas of 54 4-year-old, lowerSES 
boys in the Scheduled Conversations Treatment Group after three months of 
conversation four times a day with their preschool teachers and the Infrequent 
Conversations Control Group.  The five early language and literacy areas were 
comprehending the meaning in oral language, following increasingly complex 
instructions, expressing self through language, using language in conversation, and 
letter and word knowledge. 
Figures 6 through 25 below show the levels of developmental growth from the 
60-day baseline DRDP-R pre-test to the six month DRDP-R post-test on each of the 
five developmental levels described in Table 1 (Not yet at first level, Exploring, 
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Developing, Building, and Integrating) for both the treatment and control groups.  
Table 6 details the results of the t-test that was done on the five null hypotheses for 
the first research hypothesis. Additional tables show the correlation of teachers’ skills 
in encouraging children to communicate and the effect of teachers’ years of 
experience on the developmental progress made by the students. 
Data Collection   
Data was collected by copying the DRDP-R during pre-test and post-tests 
administration on Measures 12, 13, 14, 15, and 30. The student portfolios were 
checked for the documentation to support the developmental level bubbled by the 
teacher on the DRDP-R. Documentation in the portfolios included observations, 
anecdotal records, student work, and photographs. The researcher then collected the 
DRDP-R pages and entered the results into a spreadsheet that listed the 
developmental level on each of the five measures on the pre-test and post-test for 
each student, their teacher’s score on the ECERS-R Item 16, and their teacher’s years 
of experience.  
ECERS-R Item 16 was assessed by colleagues of the teachers who were 
trained in the correct administration and scoring of the ECERS-R and administered 
the rating scale for additional duty when they were off-track from their classroom 
schedules.  Item 16 rates the teacher’s ability to provide a classroom environment that 
encourages the student to communicate using a scale from one to seven:  1-
Inadequate, 3-Minimal, 5-Good, and 7-Excellent. The numerical score for Item 16 for 
each teacher was retrieved from the ECERS-R scantrons by the research r and placed 
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on the master spreadsheet for each of the teachers’ four students—two in the 
treatment group and two in the control group. 
The teacher’s years of teaching experience was added after their four students’ 
names on the spreadsheet after the researcher interviewed each teacher p rsonally. 
Questions concerning the way years of teaching experience should be calculated were 
addressed individually as there was a need to clarify if the researcher was asking the 
teachers for years in their current district or inclusive of years taught elsewhere. The 
years of experience for the study were the total years of experienc  as a permit 
teacher at any preschool location. 
Analysis 
 The number of developmental levels of growth between the pre-test and post-
test on each of the five DRDP-R measures was calculated for each participant n the 
Infrequent Conversations Control and Scheduled Conversations Treatment Groups 
and then a t-test was used to analyze the significance of change for each of the five 
DRDP-R measures to determine whether the null hypothesis for each measure should 
be accepted. 
Hypothesis 1. There will be a significant difference in the four-year-old male, 
lower SES students’ language and early literacy development if their preschool 
teachers schedule regular times during each session to have conversations with them.   
Null Hypothesis 1a. There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
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who received only infrequent conversations as assessed by Measure 12:  
Comprehends meaning. 
Figures 6 through 9 display a comparison between the pre and post changes in 
the developmental levels on Measure 12 for treatment and control groups for each 
initial level: Not Yet at First Level, Exploring, Developing, and Building. 
Figure 6. Pre-Post Measure 12: Comprehends Meaning—Not Yet at First 
Level 
 
In Figure 6, the first column indicates the total number of participants in that 
category: one preschool student scored at Not yet at first level in the Infrequent 
Conversations Control Group and four scored Not yet at first level in the Scheduled 
Conversations Treatment Group. The one preschool student in the Infrequent 
Conversations Control Group who scored at No yet at first level on Measure 12 on 
the DRDP-R pre-test made no level change.  Of the four students in the Scheduled 
Conversations Treatment Group who scored at Not at yet first level on Measure 12 in 
the DRDP-R pre-test, one moved two levels to Developing, two moved three levels to 
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Building, and one moved four levels to Integrating on the DRDP-R post-test for a 
total of 12 developmental levels of growth.  
Figure 7:  Pre-Post Measure 12: Comprehends meaning
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Figure 7. Pre-Post Measure 12: Comprehends Meaning—Exploring  
In Figure 7, the first column indicates the total number of participants in that 
category: 21 students scored at Exploring in the Infrequent Conversations Control 
Group and 32 students scored at Exploring in the Scheduled Conversations Treatment 
Group. Of the 21 preschool students in the Infrequent Conversations Control Group 
who scored at Exploring on Measure 12 on the DRDP-R pre-test, 11 moved one level 
to Developing, seven moved two levels to Building, and three moved three levels to 
Integrating on the DRDP-R post-test for a total of 34 developmental levels of growth 
on this measure. Of the 32 students in the Scheduled Conversations Treatment Group 
who scored at Exploring on Measure 12 in the DRDP-R pre-test, 11 moved one level 
to Developing, 16 moved two levels to Building, and five moved three levels to 
Integrating on the DRDP-R post-test for a total of 58 developmental levels of growth. 
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Figure 8 Pre-Post Measure 12: Comprehends meaning
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Figure 8. Pre-Post Measure 12: Comprehends Meaning—Developing  
In Figure 8, the first column indicates the total number of participants in that 
category: 31 students scored at Developing in the Infrequent Conversations Control 
Group and 18 students scored at Developing in the Scheduled Conversations 
Treatment Group. Of the 21 preschool students in the Infrequent Conversations 
Control Group who scored at Developing on Measure 12 on the DRDP-R pre-test, 
one went down one level to Exploring, eight made no level change, 17 moved one 
level to Building, and five moved two levels to Integrating on the DRDP-R post-test 
for a total of 26 developmental levels of growth on this measure. Of the 18 students in 
the Scheduled Conversations Treatment Group who scored at Developing on Measure 
12 in the DRDP-R pre-test, one went down one level, three made no level change, 
nine moved one level to Building, and five moved two levels to Integrating on the 
DRDP-R post-test for a total of 18 developmental levels of growth.  
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Figure: 9  Pre-Post Measure 12: Comprehends meaning
Buiding Control Group / Treatment Group
1 1
Total Building Not yet at first
level
Exploring Developing Building Integrating 
control Treatment
Number of Participants	
Results
 
Figure 9. Pre-Post Measure 12: Comprehends Meaning—Building  
In Figure 9, the first column indicates the total number of participants in that 
category: one student scored at Building in the Infrequent Conversations Control 
Group. The one preschool student in the Infrequent Conversations Control Group 
who scored at Building on Measure 12 on the DRDP-R pre-test, moved one level to 
Integrating for a total of one level of developmental growth. There were no students 
in the Scheduled Conversations Treatment Group who scored at Developing on 
Measure 12 in the DRDP-R pre-test. 
Null Hypothesis 1b. There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
who received only infrequent conversations as assessed by Measure 13:  Follows 
increasingly complex instructions. 
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Figures 10 through 13 display a comparison between the pre and post changes 
in the developmental levels on Measure 13 for Scheduled Conversations Treatment 
and Infrequent Conversations Control Groups for each initial level: Not Yet at First 
Level, Exploring, Developing, and Building.   
Figure 10:   Pre-Post Measure 13: Follows complex instructions
Not yet at first level Control Group / Treatment Group
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Figure 10. Pre-Post Measure 13: Follows Complex Instructions—Not Yet at 
First Level  
 
In Figure 10, the first column indicates the total number of participants in that 
category: no preschool students scored at Not yet at first level in the Infrequent 
Conversations Control Group and five scored Not yet at first level in the Scheduled 
Conversations Treatment Group. Of the five students in the Scheduled Conversations 
Treatment Group who scored at Not at yet first level on Measure 13 in the DRDP-R 
pre-test, one moved one level to Exploring, one moved two levels to Developing, 
three moved three levels to Building on the DRDP-R post-test for a total of 12 
developmental levels of growth.  
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Figure 11: Pre-Post Measure 13: Follows complex instructions
Exploring  Control Group / Treatment Group 
29
10
16
3
26
1 3
19
3
Total Exploring Not yet at first
level
Exploring Developing Building Integrating
Control Treatment
Number of Participants	
Results
Figure 11. Pre-Post Measure 13: Follows Complex Instructions—Exploring 
 
In Figure 11, the first column indicates the total number of participants in that 
category: 29 students scored at Exploring in the Infrequent Conversations Control 
Group and 26 students scored at Exploring in the Scheduled Conversations Treatment 
Group. Of the 29 preschool students in the Infrequent Conversations Control Group 
who scored at Exploring on Measure 13 on the DRDP-R pre-test, 10 moved one level 
to Developing, 16 moved two levels to Building, and three moved three levels to 
Integrating on the DRDP-R post-test for a total of 51 developmental levels of growth 
on this measure. Of the 26 students in the Scheduled Conversations Treatment Group 
who scored at Exploring on Measure 13 in the DRDP-R pre-test, one made no level 
change, three moved one level to Developing, 19 moved two levels to Building, and 
three moved three levels to Integrating on the DRDP-R post-test for a total of 50 
developmental levels of growth. 
IMPORTANCE OF TEACHER-STUDENT CONVERSATIONS                          72 
 
Figure 12:  Pre-Post Measure 13: Follows complex instructions
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Figure 12. Pre-Post Measure 13: Follows Complex Instructions—Developing 
 
In Figure 12, the first column indicates the total number of participants in that 
category: 18 students scored at Developing in the Infrequent Conversations Control 
Group and 16 students scored at Developing in the Scheduled Conversations 
Treatment Group. Of the 18 preschool students in the Infrequent Conversations 
Control Group who scored at Developing on Measure 13 on the DRDP-R pre-test, 
two made no level change, 14 moved one level to Building, and two moved two 
levels to Integrating on the DRDP-R post-test for a total of 18 developmental levels 
of growth on this measure. Of the 16 students in the Scheduled Conversations 
Treatment Group who scored at Developing on Measure 13 in the DRDP-R pre-test, 
four made no level change, 10 moved one level to Building, and two moved two 
levels to Integrating on the DRDP-R post-test for a total of 14 developmental levels 
of growth. 
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Figure 13:  Pre-Post Measure 13: Follows complex instructions
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Figure 13. Pre-Post Measure 13: Follows Complex Instructions—Building 
 
In Figure 13, the first column indicates the total number of participants in that 
category: seven students scored at Building in the Infrequent Conversations Control 
Group and seven students scored at Building in the Scheduled Conversations 
Treatment Group. Of the seven preschool students in the Infrequent Conversations 
Control Group who scored at Building on Measure 13 on the DRDP-R pre-test, one 
went down one level to Developing, 4 made no level change, and two moved one 
level to Integrating on the DRDP-R post-test for a total of two developmental levels 
of growth on this measure. Of the seven students in the Scheduled Conversations 
Treatment Group who scored at Building on Measure 13 in the DRDP-R pre-test, four 
made no level change, three moved one level to Integrating on the DRDP-R post-test 
for a total of three developmental levels of growth. 
Null Hypothesis 1c. There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
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who received only infrequent conversations as assessed by Measure 14:  Expresses 
self through language. 
Figures 14 through 17 display a comparison between the pre and post 
changes in the developmental levels on Measure 14 for Scheduled Conversations 
Treatment and Infrequent Conversations Control Groups for each initial level: Not Yet 
at First Level, Exploring, Developing, and Building.   
Figure 14:  Pre-Post Measure 14: Expresses self through language
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Figure 14. Pre-Post Measure 14: Expresses Self Through Language—Not 
Yet at First Level 
 
In Figure 14, the first column indicates the total number of participants in that 
category: two preschool students scored at Not yet at first level in the Infrequent 
Conversations Control Group and five scored Not yet at first level in the Scheduled 
Conversations Treatment Group. One preschool student in the Infrequent 
Conversations Control Group scored at Not yet at first level on Measure 14 on the 
DRDP-R pre-test moved one level to Exploring and one student moved two levels to 
Developing for a total of three levels of developmental growth. Of the five students in 
the Scheduled Conversations Treatment Group who scored at Not yet first level on 
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Measure 14 in the DRDP-R pre-test, one moved one level to Exploring, three moved 
three levels to Building, and one moved four levels to Integrating on the DRDP-R 
post-test for a total of 14 developmental levels of  growth.  
Figure 15:  Pre-Post Measure 14: Expresses self through language
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Figure 15. Pre-Post Measure 14: Expresses Self Through Language—
Exploring 
 
In Figure 15, the first column indicates the total number of participants in that 
category: 25 students scored at Exploring in the Infrequent Conversations Control 
Group and 31 students scored at Exploring in the Scheduled Conversations Treatment 
Group. Of the 25 preschool students in the Infrequent Conversations Control Group 
who scored at Exploring on Measure 14 on the DRDP-R pre-test, three made no level 
change, 16 moved one level to Developing, five moved two levels to Building, and 
one moved three levels to Integrating on the DRDP-R post-test for a total of 29 
developmental levels of growth on this measure. Of the 31 students in the Scheduled 
Conversations Treatment Group who scored at Exploring on Measure 14 in the 
DRDP-R pre-test, three made no level change, 11 moved one level to Developing, 16 
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moved two levels to Building, and one moved three levels to Integrating on the 
DRDP-R post-test for a total of 46 developmental levels of growth. 
Figure 16:   Pre-Post Measure 14: Expresses self through language
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Figure 16. Pre-Post Measure 14: Expresses Self Through Language—
Developing 
 
In Figure 16, the first column indicates the total number of participants in that 
category: 23 students scored at Developing in the Infrequent Conversations Control 
Group and 17 students scored at Developing in the Scheduled Conversations 
Treatment Group. Of the 23 preschool students in the Infrequent Conversations 
Control Group who scored at Developing on Measure 14 on the DRDP-R pre-test, 
two went down one level to Exploring, four made no level change, 14 moved one 
level to Building, and three moved two levels to Integrating on the DRDP-R post-test 
for a total of 20 developmental levels of growth on this measure. Of the 17 students in 
the Scheduled Conversations Treatment Group who scored at Developing on Measure 
14 in the DRDP-R pre-test, four made no level change, ight moved one level to 
Building, and five moved two levels to Integrating on the DRDP-R post-test for a 
total of 18 developmental levels of growth. 
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Figure 17:  Pre-Post Measure 14: Expresses self through language
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Figure 17. Pre-Post Measure 14: Expresses Self Through Language—
Building 
 
In Figure 17, the first column indicates the total number of participants in that 
category: four students scored at Building in the Infrequent Conversations Control 
Group and 1 student scored at Building in the Scheduled Conversations Treatment 
Group. Of the 4 preschool students in the Infrequent Conversations Control Group 
who scored at Building on Measure 14 on the DRDP-R pre-test, one went down two 
levels to Exploring, one made no level change, and two moved one level to 
Integrating on the DRDP-R post-test for a total of zero developmental levels of 
growth on this measure. Of the one student in the Scheduled Conversations Treatment 
Group who scored at Building on Measure 14 in the DRDP-R pre-test, one moved 
one level to Integrating on the DRDP-R post-test for a total of one developmental 
level of growth. 
Null Hypothesis 1d. There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
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who received only infrequent conversations as assessed by Measure 15:  Uses 
language in conversation. 
Figures 18 through 21 display a comparison between the pre and post changes 
in the developmental levels on Measure 15 for Scheduled Conversations Treatment 
and Infrequent Conversations Control Groups for each initial level: Not Yet at First 
Level, Exploring, Developing and Building.   
Figure 18:  Pre-Post Measure 15: Uses language in conversation
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Figure 18. Pre-Post Measure 15: Uses Language in Conversation—Not Yet at 
First Level 
 
In Figure 18, the first column indicates the total number of participants in that 
category: three preschool students scored at Not yet at first level in the Infrequent 
Conversations Control Group and six scored Not yet at first level in the Scheduled 
Conversations Treatment Group. One preschool student in the Infrequent 
Conversations Control Group who scored at No yet at first level on Measure 15 on 
the DRDP-R pre-test moved one level to Exploring and two student moved two levels 
to Developing for a total of five levels of developmental growth. Of the six students 
in the Scheduled Conversations Treatment Group who scored at Not yet first level 
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on Measure 15 in the DRDP-R pre-test, two moved one level to Exploring, one 
moved two levels to Developing, two moved three levels to Building, and one moved 
four levels to Integrating on the DRDP-R post-test for a total of 14 developmental 
levels of growth.  
Figure 19:  Pre-Post Measure 15: Uses language in conversation
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Figure 19. Pre-Post Measure 15: Uses Language in Conversation—Exploring 
 
In Figure 19, the first column indicates the total number of participants in that 
category: 26 students scored at Exploring in the Infrequent Conversations Control 
Group and 33 students scored at Exploring in the Scheduled Conversations Treatment 
Group. Of the 26 preschool students in the Infrequent Conversations Control Group 
who scored at Exploring on Measure 15 on the DRDP-R pre-test, two made no level 
change, 15 moved one level to Developing, and nine moved two levels to Building, 
on the DRDP-R post-test for a total of 33 developmental levels of growth on this 
measure. Of the 33 students in the Scheduled Conversations Treatment Group who 
scored at Exploring on Measure 15 in the DRDP-R pre-test, one made no level 
change, 15 moved one level to Developing, 13 moved two levels to Building, and four 
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moved three levels to Integrating on the DRDP-R post-test for a total of 53 
developmental levels of growth. 
Figure 20:  Pre-Post Measure 15: Uses language in conversation
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Figure 20. Pre-Post Measure 15: Uses Language in Conversation—
Developing 
 
In Figure 20, the first column indicates the total number of participants in that 
category: 19 students scored at Developing in the Infrequent Conversations Control 
Group and 14 students scored at Developing in the Scheduled Conversations 
Treatment Group. Of the 19 preschool students in the Infrequent Conversations 
Control Group who scored at Developing on Measure 15 on the DRDP-R pre-test, 
one went down one level to Exploring, seven made no level change, 10 moved one 
level to Building, and one moved two levels to Integrating on the DRDP-R post-test 
for a total of 12 developmental levels of growth on this measure. Of the 14 students in 
the Scheduled Conversations Treatment Group who scored at Developing on Measure 
15 in the DRDP-R pre-test, three made no level change, six moved one level to 
Building, and five moved two levels to Integrating on the DRDP-R post-test for a 
total of 16 developmental levels of growth. 
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Figure 21:  Pre-Post Measure 15: Uses language in conversation
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Figure 21. Pre-Post Measure 15: Uses Language in Conversation—Building 
 
In Figure 21, the first column indicates the total number of participants in that 
category: six students scored at Building in the Infrequent Conversations Control 
Group and one student scored at Building in the Scheduled Conversations Treatment 
Group. Of the six preschool students in the Infrequent Conversations Control Group 
who scored at Building on Measure 15 on the DRDP-R pre-test, one went down two 
levels to Exploring, and five moved one level to Integrating on the DRDP-R post-test 
for a total of three developmental levels of growth on this measure. Of the one student 
in the Scheduled Conversations Treatment Group who scored at Building on Measure 
15 in the DRDP-R pre-test, one moved one level to Integrating on the DRDP-R post-
test for a total of one developmental level of growth. 
Null Hypothesis 1e. There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
who received only infrequent conversations as assessed by Measure 30:  Letter and 
word knowledge. 
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Figures 22 through 25 display a comparison between the pre and post changes 
in the developmental levels on Measure 30 for Scheduled Conversations Treatment 
and Infrequent Conversations Control Groups for each initial level: Not Yet at First 
Level, Exploring, Developing and Building.   
Figure 22:  Pre-Post Measure 30: Letter and word knowldedge
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Figure 22. Pre-Post Measure 30: Letter and Word Knowledge—Not Yet at 
First Level 
 
In Figure 22, the first column indicates the total number of participants in that 
category: seven preschool students scored at Not yet at first level in the Infrequent 
Conversations Control Group and 11 scored Not yet at first level in the Scheduled 
Conversations Treatment Group. Two preschool students in the Infrequent 
Conversations Control Group Who scored at No yet at first level on Measure 30 on 
the DRDP-R pre-test moved one level to Exploring and five student moved two levels 
to Developing for a total of 12 levels of developmental growth. Of the 11 students in 
the Scheduled Conversations Treatment Group who scored at Not yet first level on 
Measure 30 in the DRDP-R pre-test, four moved one level to Exploring, four moved 
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two levels to Developing, and three moved three levels to Building, on the DRDP-R 
post-test for a total of 21 developmental levels of growth. 
Figure 23:  Pre-Post Measure 30: Letter and word knowledge
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 Figure 23. Pre-Post Measure 30: Letter and Word Knowledge—Exploring 
 
In Figure 23, the first column indicates the total number of participants in that 
category: 25 students scored at Exploring in the Infrequent Conversations Control 
Group and 24 students scored at Exploring in the Scheduled Conversations Treatment 
Group. Of the 25 preschool students in the Infrequent Conversations Control Group 
who scored at Exploring on Measure 30 on the DRDP-R pre-test, 21 moved one level 
to Developing, and three moved two levels to Building, and one moved three levels to 
Integrating on the DRDP-R post-test for a total of 30 developmental levels of growth 
on this measure. Of the 24 students in the Scheduled Conversations Treatment Group 
who scored at Exploring on Measure 30 in the DRDP-R pre-test, one made no level 
change, 15 moved one level to Developing, five moved two levels to Building, and 
three moved three levels to Integrating on the DRDP-R post-test for a total of 34 
developmental levels of growth. 
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Figure 24:  Pre-Post Measure 30: Letter and word knowledge
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Figure 24. Pre-Post Measure 30: Letter and Word Knowledge—Developing 
 
In Figure 24, the first column indicates the total number of participants in that 
category: 20 students scored at Developing in the Infrequent Conversations Control 
Group and 15 students scored at Developing in the Scheduled Conversations 
Treatment Group. Of the 20 preschool students in the Infrequent Conversations 
Control Group who scored at Developing on Measure 30 on the DRDP-R pre-test, 
eight made no level change, 10 moved one level to Building, and two moved two 
levels to Integrating on the DRDP-R post-test for a total of 14 developmental levels 
of growth on this measure. Of the 15 students in the Scheduled Conversations 
Treatment Group who scored at Developing on Measure 30 in the DRDP-R pre-test, 
four made no level change, six moved one level to Building, and five moved two 
levels to Integrating on the DRDP-R post-test for a total of 16 developmental levels 
of growth. 
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Figure 25:  Pre-Post Measure 30: Letter and word knowledge
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Figure 25. Pre-Post Measure 30: Letter and Word Knowledge—Building 
 
In Figure 25, the first column indicates the total number of participants in that 
category: two students scored at Building in the Infrequent Conversations Control 
Group and four students scored at Building in the Scheduled Conversations Treatment 
Group. Of the two preschool students in the Infrequent Conversations Control Group 
who scored at Building on Measure 30 on the DRDP-R pre-test, one made no level 
change, and one moved one level to Integrating on the DRDP-R post-test for a total 
of one developmental level of growth on this measure. Of the four students in the 
Scheduled Conversations Treatment Group who scored at Building on Measure 30 in 
the DRDP-R pre-test, wo made no level change and two moved one level to 
Integrating on the DRDP-R post-test for a total of two developmental levels of 
growth. 
Table 6 lists the levels of Percentage Change for DRDP-R Measures 12-15 
and 30.  The possible levels of change were determined by the developmental levels 
the students in the Scheduled Conversations Treatment Group and the Infrequent 
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Conversations Control Group started at on the sixty-day baseline DRDP-R. For 
example, if a student started at Not yet at the first level there were four possible levels 
of developmental growth. If a student started at Exploring, there were three possible 
levels of growth; likewise, if a student started at Developing there were two levels of 
growth and if he or she started at Building there was one level of growth.  
Table 6 
Percentage Change for DRDP-R Measures 12-15 and 30 
 
 
Measure 
Control Group Treatment Group 
Possible 
Levels 
Total  
Developmental 
Level Changes 
Percentage 
Change 
By Level 
Possible 
Levels 
Total 
Developmental 
Level Changes 
Percentage 
Change 
By Level 
 
12  
 
130 60 46% 148 88 59% 
13 
 
130 70 54% 136 91 68% 
14 
 
133 49 37% 148 77 52% 
15 
 
134 52 39% 152 84 55% 
30 
 
145 56 39% 150 72 48% 
Total  672 289 43% 734 412 56% 
  
The total levels of change for both groups for Measure 12 were 148 
developmental levels. The difference between the total developmental levels of 
change for Measure 12 between the Scheduled Conversations Treatment Group and 
the Infrequent Conversations Control Group was 28 levels. The Treatment Group had 
a 59% change while the Control Group experienced a 46% change for a difference of 
13%.  The total levels of change for both groups for Measure 13 were 161 
developmental levels. The difference between the total developmental levels of 
change for Measure 13 between the Scheduled Conversations Treatment Group and 
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the Infrequent Conversations Control Group was 21 levels. The Treatment Group had 
a 68% change while the Control Group experienced a 54% change for a difference of 
14%. The total levels of change for both groups for Measure 14 were 126 
developmental levels. The difference between the total developmental levels of 
change for Measure 14 between the Scheduled Conversations Treatment Group and 
the Infrequent Conversations Control Group was 28 levels. The Scheduled 
Conversations Treatment Group had a 52% change while the Infrequent 
Conversations Control Group experienced a 37% change for a difference of 15%. The 
total levels of change for both groups for Measure 15 were 136 developmental levels. 
The difference between the total developmental levels of change for Measure 15 
between the Scheduled Conversations Treatment Group and the Infrequent 
Conversations Control Group was 32 levels. The Treatment Group had a 55% change 
while the Control Group experienced a 39% change for a difference of 16%. The total 
levels of change for both groups for Measure 30 were 128 developmental levels. The 
difference between the total developmental levels of change for Measure 30 between 
the Scheduled Conversations Treatment Group and the Infrequent Conversations 
Control Group was 16 levels. The Treatment Group had a 48% change while the 
Control Group experienced a 39% change for a difference of 9%.  The total levels of 
change for both groups were 689 levels. The difference between the total 
developmental levels of change for Measure 12 though 30 between the Scheduled 
Conversations Treatment Group and the Infrequent Conversations Control Group was 
108 levels. The Scheduled Conversations Treatment Group had a 56% change while 
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the Infrequent Conversations Control Group experienced a 43% change for a 
difference of 13%. 
Table 7 indicates the descriptive statistics for the DRDP-R Measures 12-15 
and 30 including the number of participants in each group, the mean, standard 
deviation, and the standard error of the mean. 
Table 7 
Group Descriptive Statistics for DRDP-R Measures 12-15 and 30 
 Treatment 
N Mean 
Std. 
Deviation 
Std. Error 
Mean 
Measure 12 Change 
dimension1 
T 54 1.63 .917 .125 
C 54 1.11 .816 .111 
Measure 13 Change 
dimension1 
T 54 1.46 .884 .120 
C 54 1.30 .816 .111 
Measure 14 Change 
dimension1 
T 54 1.43 .838 .114 
C 54 .91 .807 .110 
Measure 15 Change 
dimension1 
T 54 1.56 .861 .117 
C 54 .96 .800 .109 
Measure 30 Change 
dimension1 
T 54 1.33 .847 .115 
C 54 1.04 .699 .095 
 
Table 7 displays the results of the descriptive statistics for the two groups – 
the Frequent Conversations Treatment Group (T) and the Infrequent Conversation 
Control Group (C) – for each of the DRDP-R Measures. Gender and age were 
constants. The sample size was the same for both the Scheduled Conversations 
Treatment Group and the Infrequent Conversations Control Group because there were 
54 male preschool students in both groups. The mean and the standard deviation were 
higher in the Treatment Group than the Control Group on all the measures. This 
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would indicate that if there may be a significant difference between the groups, the 
Scheduled Conversations Treatment Group outperformed the Infrequent 
Conversations Control Group. 
 Table 8 displays the Independent–Samples T-Test procedure that was run in 
SPSS and used to compare the means for the Scheduled Conversations Treatment 
Group and the Infrequent Conversations Control Group. 
The data presented in Table 8 shows the Levene's Test for Equality of 
Variances and the T-Test for Equality of Means. The T-Test values for Measure 12:  
Comprehends meaning (oral language), Measure 14:  Expresses self through 
language, and Measure 15:  Uses language in conversation were found to be highly 
significant at the .01 level. The T-Test value for Measure 30:  Letter and word 
knowledge was found to be significant at the .05 level and the T-Test value for 
Measure 13:  Follows increasingly complex instructions, was not found to be 
significant. 
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Table 8 
Independent Samples T-Test for DRDP-R Measures 12-15 and 30 
 
 
Levene's 
Test for 
Equality of 
Variances t-test for Equality of Means 
F Sig. t df 
Sig. 
(2-
tailed) 
Mean 
Difference 
Std. Error 
Difference 
95% 
Confidence 
Interval of the 
Difference 
Lower Upper 
Measure 
12 
Change 
Equal 
variances 
assumed 
2.647 .107 3.103 106 .002** .519 .167 .187 .850 
Equal 
variances 
not 
assumed 
3.103 104.596 .002** .519 .167 .187 .850 
Measure 
13 
Change 
Equal 
variances 
assumed 
1.401 .239 1.018 106 .311 .167 .164 -.158 .491 
Equal 
variances 
not 
assumed 
1.018 105.319 .311 .167 .164 -.158 .491 
Measure 
14 
Change 
Equal 
variances 
assumed 
2.900 .092 3.275 106 .001** .519 .158 .205 .832 
Equal 
variances 
not 
assumed 
3.275 105.854 .001** .519 .158 .205 .832 
Measure 
15 
Change 
Equal 
variances 
assumed 
4.468 .037 3.704 106 .000** .593 .160 .275 .910 
Equal 
variances 
not 
assumed 
3.704 105.426 .000** .593 .160 .275 .910 
Measure 
30 
Change 
Equal 
variances 
assumed 
6.977 .010 1.983 106 .050* .296 .149 .000 .593 
Equal 
variances 
not 
assumed 
1.983 102.349 .050* .296 .149 .000 .593 
*significant at the .05 level 
** significant at the .01 level 
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Hypothesis 2. There will be a positive correlation between the preschool 
teacher’s rating on the ECERS-R Item 16, “Encourages children to communicate” 
(Cryer, Harms, & Riley, 2003, p. 159) and the number of developmental levels gained 
on DRDP-R Measures 12-15 and 30 by the students in the Scheduled Conversations 
Treatment Group. 
Table 9 shows the descriptive statistics for ECERS-R Item 16 and for DRDP-
R Measures 12-15 and 30 that were used to analyze the relationship between the 
teachers’ ability to encourage children to communicate and each of the literacy and 
language measure based on the DRDP-R levels for only the pre-school participants in 
the treatment group. 
Table 9 
Descriptive Statistics for ECERS-R  Item 16 and the DRDP-R Measures 12-15 and 30 
Treatment Group Only 
 Mean Std. Deviation N 
 
Item16 
 
6.704 
 
.5341 
 
108 
 
Measure 12 Change 1.37 .903 108 
 
Measure 13 Change 1.38 .851 108 
 
Measure 14 Change 1.17 .859 108 
 
Measure 15 Change 1.26 .879 108 
 
Measure 30 Change 1.19 .787 108 
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 The correlation data is displayed in Table 10 to address the second research 
question.  
Table 10 
Pearson Correlations between Item 16 on the ECERS-R and the DRDP-R Measures 
12-15 and 30 Treatment Only 
 Indicator 
16 
Change by Measure 
 12 13 14 15 30 
Ite
m
 1
6 
 
Pearson 
Correlation 
1  
.233 
 
.215 
 
.286* 
 
.159 
 
.097 
 
Sig. (2-tailed) .090 .118 .036 .252 .486 
 
Sum of Squares 
and Cross-
products 
 
15.259 6.074 5.407 6.815 3.889 2.333 
 
Covariance .288 .115 .102 .129 .073 .044 
 
N 54 54 54 54 54 54 
*Correlation is significant at the 0.05 level (2-tailed) 
Only Measure 14:  Expresses self through language indicates a significant ( p 
< .05) and positive correlation with the teachers’ score on Item 16. 
 Hypothesis 3.  There will be a positive correlation between the amount of 
years the preschool teacher has been teaching and the number of developmental levels 
gained on the DRDP-R Measures 12-15 and 30 by the students in Scheduled 
Conversations Treatment Group. 
Table 11 shows the descriptive statistics for years of teaching experience and 
the for DRDP-R Measures 12-15 and 30 that were used to analyze the relationship 
between the teachers years of teaching experience and each of the literacy and 
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language measures based on the DRDP-R levels for only the participants in the 
Scheduled Conversations Treatment Group.  
Table 11 
Descriptive Statistics for Years of Experience and the DRDP-R  Measures 12 -15 and 
30 Treatment Group Only 
 Mean Std. Deviation N 
 
Years Teacher Teaching Experience 
 
14.722 
 
9.5130 
 
54 
 
Measure 12 Change 1.63 .917 54 
 
Measure 13 Change 1.46 .884 54 
 
Measure 14 Change 1.43 .838 54 
 
Measure 15 Change 1.56 .861 54 
 
Measure 30 Change 1.33 .847 54 
 
The correlation data is displayed in Table 12 to address the third research question. 
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Table 12 
Pearson Correlations between the Teachers Years of Experience and the DRDP-R 
Measures 12-15 and 30 Treatment Group Only 
 Years 
Teaching 
Experience 
Change by Measure 
 12 13 14 15 30 
Y
ea
rs
 T
ea
ch
in
g 
E
xp
er
ie
n
ce
 
 
Pearson 
Correlation 
 
1 
 
-.244 
 
-.246 
 
-.010 
 
-.033 
 
-.013 
 
Sig. (2-tailed) 
 
.075 .073 .944 .815 .926 
 
Sum of Squares 
and 
Cross-products 
 
4796.333 -113.056 -109.556 -4.111 -14.167 -5.500 
Covariance 90.497 -2.133 -2.067 -.078 -.267 -.104 
 
N 54 54 54 54 54 54 
 
The correlations for the DRDP-R Measures 12-15 and 30 in the Scheduled 
Conversations Treatment Group only are negative and none of them are significant.  
Figure 26 displays a visual representation of the grouped years of experience 
and the number of levels gained for theDRDP-R Measures 12-15 and 30. 
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Figure 26. Student Developmental Levels Gained Compared to Years of 
Teaching Experience 
 
This figure shows that years of experience are not related to the 
developmental levels gained for the Scheduled Conversations Treatment Group. The 
number of teachers and students are not equal in all teacher experience groups. There 
were eleven teachers and twenty-two students in the 1-10 years group, eight teachers 
and 16 students in the 11-20 years group, and eight teachers and 16 students in the 
21-33 years group. 
Summary 
There was a significant difference between the treatment and control group for 
all of the DRDP-R Measures:  Comprehends meaning (oral language), Expresses self 
through language, Uses language in conversation, and Letter and word knowledge 
except for Follows increasingly complex instructions. There was only one significant 
positive correlation ( p < .05) between the levels gained on Measure 14:  Expresses 
self through language and the scores on ECERS-R Item 16:  Encourages students to 
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communicate. There were no significant relationships between years of experience 
and any of the DRDP-R Measures. 
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CHAPTER 5 
Discussion 
At home, lower SES children hear half the words of a working class child per 
hour and experience less than one-third as many words per hour as a professional 
family (Hart & Risley, 2003, 1995). Boys tend to be less verbal than girls (Tyre, 
2008). The Rand California Preschool Study (2008) reported that preschool teachers 
do not have frequent conversations with individual students; likewise, the assessors 
did not observe the teacher-student interactions necessary for children to develop 
language skills. A review of the literature suggested that one way of stimulating oral 
language development is through teacher and student conversations and interactions. 
This research investigated the significance of teacher-student scheduled conv rsations 
in preschool. The research examined the difference in the developmental growth in 
five early literacy areas of fifty-four, four year old, lower SES boys in the Scheduled 
Conversations Treatment Group after three months of conversation four times a day 
with their preschool teachers and the Infrequent Conversations Control Group.  The 
five early language and literacy areas were in comprehending the meaning in oral 
language, following increasingly complex instructions, expressing self through 
language, using language in conversation, and letter and word knowledge. 
Conclusions 
Hypothesis 1.  There will be a significant difference in the 4-year-old, male, 
lower SES students’ language and early literacy development if their preschool 
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teachers schedule regular times during each session to have conversations with them. 
This hypothesis was proven to be true as the Scheduled Conversations Treatment 
Group advanced significantly more developmental levels then the Infrequent 
Conversations Control Group. 
Null Hypothesis 1a. There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
who received only infrequent conversations as assessed by Measure 12:  
Comprehends meaning.  Null Hypothesis 1a was proven to be false because the 
results indicated that there was a highly-significant developmental growth by the 
Scheduled Conversations Treatment Group as compared to the Infrequent 
Conversations Control Group based on the t-test with a significance of (p <.01) on 
Measure 12.  Conversations appear to help preschool boys comprehend the meaning 
of the words and related words used in the conversations. 
Null Hypothesis 1b. There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
who received only infrequent conversations as assessed by Measure 13:  Follows 
increasingly complex instructions.  Null Hypothesis 1b tested to be true as the t-test 
showed that there was no significant developmental growth by the Scheduled 
Conversations Treatment Group as compared to the Infrequent Conversations Control 
Group on Measure 13.  Following increasingly complex instructions did not appear to 
be stimulated through the conversations.  In the training the teachers were cautioned 
not to use the conversations to give routine directions nor to correct behaviors.  
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Future directions could include giving two- or three-step directions to the student in 
the course of the conversations, such as, “James could you please put on the fireman’s 
hat, pick up the hose, and show me how you would put out the fire if the playhouse 
has just caught on fire?” 
Null Hypothesis 1c.  There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
who received only infrequent conversations as assessed by Measure 14:  Expresses 
self through language. Null Hypothesis 1c was false as the t-test showed there to be 
highly significant (p < .01) developmental growth between the Scheduled 
Conversations Treatment Group compared to the Infrequent Conversations Control 
Group in expressing themselves through language as assessed by the DRDP-R 
Measure 14.  The more practice the boys had using language the better they were able 
to express themselves. 
Null Hypothesis 1d.  There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
who received only infrequent conversations as assessed by Measure 15:  Uses 
language in conversation. Null Hypothesis 1d was proven false by the t-test as there 
was a highly significant (p < .01) developmental growth between the Scheduled 
Conversations Treatment Group as compared to the Infrequent Conversations Control 
Group.  It appears that having conversations improved the boys’ ability to use 
language in conversations.   
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Null Hypothesis 1e.  There is no significant difference between students who 
received scheduled conversations in addition to infrequent conversations and students 
who received only infrequent conversations as assessed by Measure 30:  Letter and 
word knowledge. Null Hypothesis 1e was disproven as the t- est showed significant 
(p < .05) developmental growth between the Scheduled Conversations Treatment 
Group compared to the Infrequent Conversations Control Group in Letter and word 
knowledge.  There was not a highly significant difference because the affect of 
conversations on letter knowledge would not be expected to be as significant as the 
affect on comprehending the meaning of oral language, expressing self through 
language, and using language in conversation.  It would be expected to have an affect 
on word knowledge, which was part of Measure 30. 
This study demonstrated that teachers can help their students’ early literacy 
development by scheduling regular conversations with those most in need of oral 
language development. The results can be used to encourage more preschool teachers 
to schedule regular conversations with their preschool students. Another significant 
feature of this study was that it suggested the best times during the preschool sessi n 
to schedule teacher-student conversations and strategies to use to encourage early 
literacy growth. 
Hypothesis 2.  There will be a positive correlation between the preschool 
teacher’s rating on the ECERS-R Item 16, “Encourages children to communicate” 
(Cryer, Harms, & Riley, 2003, p. 159) and the number of developmental levels gained 
on DRDP-R Measures 12-15 and 30 by the students in the Scheduled Conversations 
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Treatment Group. There was no significant correlation between any of the measures 
except Measure 14, which had a significant positive correlation.  The treatment ti  
was only three months and the scores on Item 16 were similar and high. The lack of 
difference of teachers’ score could have impacted the outcome of the correlation. 
Hypothesis 3.  There will be a positive correlation between the number of 
years the preschool teacher has been teaching and the number of developmental levels 
gained on the DRDP-R Measures 12-15 and 30 by the students in Scheduled 
Conversations Treatment Group. There was no significant correlation between the 
two variables of years of experience and the number of levels gained for theDRDP-R 
Measures 12-15 and 30.  
Limitations of the Study 
 Three months duration limited the potential for more change between the 
developmental levels of the Scheduled Conversations Treatment Group and the 
Infrequent Conversations Control Group.  Using only boys limited the potential of 
comparison between boys and girls.  Because preschool may include 3- and 4-year 
olds, the inclusion of only 4-year-olds may have limited exploring the affect of 
scheduled conversations on 3-year-olds.  
Implications of this Research 
 This study suggests that preschool teachers need to change the way they speak 
to their students. Rather than use language to only give directions and correct 
behaviors (Rand, 2008), preschool teachers should consider having conversations 
with their students. Preschool teachers scheduling in their lesson plans to have 
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conversations with their students during the four times a day that were used in this 
study:  mealtimes, recess, dramatic play, and library would help their students 
improve their oral language skills. Improved oral language skills would lead to 
improved early literacy skills and kindergarten readiness (August & Shanahan, 2006). 
Recommendations to Future Researchers, Practitioners, and Policy Makers 
 Future researchers should consider other studies that consider this practice. A 
longitudinal study of the boys’ progress in future grades could determine if these 
conversations had a lasting impact on the students’ growth. Scheduling conversations 
for six months might help determine if longer than three months of conversations 
would increase the significance of their developmental growth on the five measures 
chosen.  A second assessment tool to measure the boys’ progress could be used as 
well as the use of random sampling.  Girls could also be used in the study to compare 
the gender differences between the affects of the conversations on the developmental 
levels gained by the boys and that of the girls on the same measures.  The social-
emotional effect of the relationships formed through the conversations could be 
studied in a qualitative study. 
 When practitioners are shown the results of the study and the developmental 
growth of the boys on the five DRDP Measures, they should be inspired to schedule 
conversations in their lesson plans at the suggested times of their sessions and to use 
the research-based strategies to stimulate their students’ oral language and higher-
level thinking skills during the conversations.  
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Policy makers should view the results as a mandate to encourage preschool 
teachers to schedule conversations with their students. Kindergarten teachers should 
also be encouraged to schedule conversations because many students enter 
kindergarten never having attended preschool and are even more at-risk for lacof 
language development and reading success. Members of Transitional Kindergarten 
task forces should include a requirement for scheduled conversations in their 
curriculum planning. Time and funding should be made available to train preschool 
and kindergarten teachers in the research-based strategies used in the Training DVD 
and Figure 5. This is in alignment with the goals in the Striving Readers 
Comprehensive Literacy California State Plan, “Establish an articulated and aligned 
system of professional development that addresses the continuum of language 
development and literacy from infancy through grade twelve” (California SRCL Plan,
2011, p. 26). 
Preschool is important to our country’s future as a time for children to acquire 
school readiness, especially reading readiness. Children who are not reading by third 
grade have little chance of achieving school success. (Brozo 2010; Karoly 2010; Tyre 
2008; Palumbo & Willcutt 2006). State Preschool teachers can increase their lower 
SES students’ chances of having quality language interactions before they start 
school. Educational justice must begin in preschool and preschool teachers having 
scheduled conversations with their students is one way of attempting to change the 
trajectory of  Hart & Risley’s (1995) graph in Figure 2. Educational justice demands 
that we try all possible strategies to insure our children’s future success and the 
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United States of America’s ability to assure all of its citizens an equal opportunity to 
attain the American dream. 
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Appendix A 
 
 TEACHER PERMISSION & VOLUNTEER FORM 
The Importance of Teacher-Student Conversations in Early Literacy 
 
School__________________________     Teacher__________________________ 
 
 You are invited to participate in a doctorial study on The Importance of Teacher-
Student Conversations in Early Literacy.  Many of our students come from homes that do not 
have the conversations occurring that are necessary for developing the vocabulary needed for 
learning to read. 
In words heard, the average child on welfare was having half as much experience per 
hour (616 words per hour) as the average working class child (1,251 words per hour) 
and less than one-third that of a child in a professional family (2,153 words per hour) 
(Hart & Risley, 2003). 
Hart and Risley found that they could increase the size of the children’s vocabulary by 
teaching them new words but through direct teaching they could not increase the rate of 
vocabulary growth sufficiently to change the developmental trajectory to that of the children 
raised in the families of professionals (Hart & Risley, 1995).  
 If the direct teaching of new words did not provide lasting knowledge of those words, 
the challenge is to see if using words in conversations with your students in the classroom, 
specifically with two 4 year old boys scoring the lowest on DRDP-R  
Measures #12-15 & 30, one in the AM class and one in your PM class, could increase their 
language and literacy skills.  You would identify two 4 year old boys in the morning class 
and two 4 year old boys in your afternoon class that scored the lowest on those measures. 
Having conversations with one of the boys in your morning class and one in your afternoon 
class 4 times a day for 5 minutes during breakfast/lunch, recess, at the dramatic play center, 
and at the library center for 3 months between the 60 day DRDP-R and the 6 month DRDP-
R, while treating the other two 4 year old male students just like the other students, would 
demonstrate if there were additional gains by the two students you had the conversations with 
during those months. 
You are under no obligation to participate and there are no repercussions for 
declining.  Also if you agree to participate and use the lesson plan on the next page, you may 
withdraw at any time during the study by notifying me.  For additional information you can 
contact me at pat.krizek@sbcusd.com or .  You may also contact my 
University of Redlands Leadership in Educational Justice Dissertation Chair, Dr. Jose Lalas, 
at Jose_Lalas@redlands.edu (909)748-8792 or the U of R IRB Chairperson at 
Catherine_Salmon@redlands.edu (909) 748-8672.  Dr. Paul Shirk, SBCUSD Assistant 
Superintendent of Research and Technology has approved this study. 
I am volunteering to participate in this Doctorial research study that will use the 
information and data from the DRDP-R and ECERS-R with the understanding that I 
will be referred to as “preschool teacher” and may withdraw at any time without any 
consequence.  
  
 ________________________________________               _______________ 
  Signature                Date 
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Appendix B 
 
THE IMPORTANCE OF TEACHER AND STUDENT 
CONVERSATIONS IN EARLY LITERACY 
 
 
 
 
 
I voluntarily give permission for my child______________________________to 
receive extra time with his teacher four times a day during breakfast/lunch, recess, at the 
dramatic play center, and at the classroom library center for 3 months, to help increase his 
language skills through conversations with his teacher and to better prepare him for learning 
to read.  Mrs. Pat Krizek, Preschool Coordinator, will be using the information from the 
results of this extra instruction in her doctorial dissertation to show what the benefits of 
conversations between preschool teachers and students may be to student progress in 
language and early literacy skills compared to students not receiving the additional 
instruction. Your student’s progress will be reported to you at the second Parent-Teacher 
Conference.  
This permission is given with the understanding that my son will only be referred to 
as “preschool student” remaining anonymous and I may withdraw him from the additional 
instruction at any time by notifying his teacher.  I am not required to allow my son to 
participate and there will not be any negative results from withdrawing him from the study.  
____________________________________________       _____________________ 
               Signature            Date 
 
For additional information you can contact me at p t.krizek@sbcusd.com or  
.  You may also contact my University of Redlands Leadership in 
Educational Justice Dissertation Chair, Dr. Jose Lalas, at Jose_Lalas@redlands.edu 
(909)748-8792 or the U of R IRB Chairperson at C therine_Salmon@redlands.edu (909) 
748-8672.  Dr. Paul Shirk, SBCUSD Assistant Superintendent of Research and 
Technology has approved this study.  
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Appendix C 
 
LA IMPORTANCIA DE CONVERSASION DEL MAESTRO AL 
ESTUDIANTE EN  LA LITERATURA A TEMPRANA EDAD 
 
 
 
Yo voluntariamente le doy permiso a mi hijo/a ______________________  para 
recibir tiempo adicional durante los recesos de desayuno/almuerzo, en el centro de juegos 
dramático,  y en el centro de lectura del salón de clase por tres meses, para ayudar a 
incrementar sus conocimientos de lenguaje por medio de conversaciones con su maestro/a.  
La Sr. Pat Krizek, Coordinadora de el Programa Preescolar, usara la información de los 
resultados de esta instrucción adicional en su disertación doctoral para demostrar cuales 
pueden ser los beneficios de conversación entre maestros y estudiantes para el progreso del 
lenguaje en las habilidades de aprendizaje a temprana edad comparado a los estudiantes que 
no reciben la instrucción adicional.  El progreso de su estudiante será reportado a usted en la 
segunda conferencia de padres y maestros. 
Este permiso es concedido con el conocimiento que mi hijo/a solamente será 
referido/a como “Estudiante Preescolar” su identidad se mantendrá en anonimato y yo puedo 
retirarlo/a de la instrucción adicional en cualquier momento notificando a su maestro/a.  No 
estoy obligado/a de permitir que mi hijo/a participe y no habrá ningún resultado negativo si 
decido retirarlo/a del estudio. 
 
_______________________________ ___________________________ 
Firma         Fecha 
 
Para recibir mas información usted puede comunicarse con la Coordinadora del Programa 
Estatal del Preescolar, Pat Krizek,  pat.krizek@sbcusd.com, .  También 
pondría contactar a el Director de la Universidad de Redlands del Liderazgo en Justicia 
Educacional, Dr. José Lalas, Jose_Lalas@redlands.edu (909) 748-8792 o al Presidente del 
IRB de la Universidad de Riverside, CatherineSalmon@redlands.edu (909) 748-8672. El Dr. 
Paul Shirk, Asistente Superintendente del Distrito Unificado de la Ciudad de San Bernardino 
del departamento de Investigaciones y Tecnología aprobó este estudio 
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Appendix D 
 
LESSON PLANS 
PRESCHOOL TEACHER-STUDENT CONVERSATIONS 
With 4 year old boys scoring at exploring on DRDP-R  
Measures #12-15 & 30. 
to increase their language and literacy skills 
 
 
School___________________________     Teacher__________________________ 
 
 
Student 1 AM___________________ Other Student 2 AM________________ 
 Ethnic Group____________   Ethnic Group____________ 
 
Student 3 PM___________________ Other Student 4 PM________________ 
 Ethnic Group____________   Ethnic Group____________ 
 
 
LESSON PLAN FOR STUDENTS 1 AM & 3 PM FOR 5 MINUTES EACH 
SESSION 
Students 2 AM & 4 PM receive regular program. 
 
 
Breakfast/Lunch______________________________________________________ 
____________________________________________________________________ 
_____________________________________________________________________ 
 
The Dramatic Play Center______________________________________________ 
_____________________________________________________________________
_____________________________________________________________________ 
 
The Library Center____________________________________________________ 
_____________________________________________________________________
_____________________________________________________________________ 
 
Recess_______________________________________________________________ 
_____________________________________________________________________
_____________________________________________________________________ 
 
Please send copies of the 4 students listed above DRDP-R 60 Day 5 stated measures 
to me & when finished with second booklet.  Let me know if the students transfer or 
drop. 
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Appendix E 
 
OPEN ENDED QUESTIONS- Questions that have more than one right answer or ones 
that can be answered in many ways, are called open-ended questions. This way 
of asking questions stimulates more language use, acknowledges that there can 
be many solutions to one problem, affirms children’s ideas, and encourages 
creative thinking. 
 
• What does this make you think of? 
• In what ways are these different? 
• In what ways are they the same?  
• What materials did you use? 
• What would happen if…? 
• What might you try instead? 
• Tell me about your… 
• What does it look like? 
• What does it remind you of?  
• What does it feel like? 
• What can you do next time? 
• What can you tell me about it? 
• Tell me what happened. 
• What could you have done instead? 
• Which one do you have more of? 
• Is one object longer/shorter than the other? 
• What do you call the things you are using? 
• Tell me what it looks like. 
• How are you going to do that? 
• What do you feel, see, hear, taste, and smell? 
• How did you do that? 
• Is there anything else you could do/use? 
• What will you do next after you finish that? 
• How do you know? 
• What are some different things you could do? 
• What is made of? 
• Show me what you could do with it. 
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Appendix F 
 
These open-ended questions can be written on sentence strips and place up high on 
the wall of the room or the list can be placed on a clipboard in an interest area as a 
quick reference for adults who are working with children. 
 
• ¿En qué te hace pensar esto? 
• ¿En qué maneras son estas diferentes? 
• ¿En qué maneras son estas iguales? 
• ¿Qué materiales usaste? 
• ¿Qué pasaría si…? 
• ¿Qué podrías intentar en vez de…? 
• Dime acerca de… 
• ¿A qué se parecía? 
• ¿A qué te recuerda? 
• Como se siente? 
• ¿Qué puedes hacer la próxima vez? 
• ¿Qué  me puedes decir de esto? 
• ¿Dime qué pasó? 
• ¿Qué podrías hacer en vez de…? 
• ¿De cual tienes mas? 
• ¿Es un objeto mas largo/corto que los otros? 
• ¿Cómo se llaman las cosas que estas usando? 
• ¿Dime a qué se parece? 
• ¿Cómo vas hacer eso? 
• ¿Qué es los que sientes/ves/escuchas/pruebas o hueles? 
• ¿Cómo lo hiciste? 
• ¿Hay otra cosa que puedes hacer/usar? 
• ¿Qué vas hacer después de termines esto? 
• ¿Cómo sabes? 
• Cuáles son las diferentes cosas que tu podrías hacer? 
• ¿De qué esta hecho? 
• Enséñame lo que puedes hacer con eso. 
Reprinted with permission from the Connections Project; Learning Communities for All Children, 
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